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ABSTRACT
A growing body of research has emerged to support the concept of providing early
childhood education as a quality investment for our children, unlocking early potential and
creating lasting impacts related to school success and beyond. Several landmark studies
indicated that a quality education targeted at our youngest learners has the ability to yield
impressive returns academically, economically, and socially. Early childhood education is
credited with reducing costs associated with educational remediation, retention, and special
education services. More important, early childhood education is associated with the
prevention of early learning difficulties and overall improved education outcomes.
On the foundation of a positive external evaluation of one grant-funded Early
Reading First site in northern Michigan, this dissertation explored teacher, student, and
environmental factors related to early literacy acquisition for 173 four-year-old children in
nine early childhood classroom programs. Using the Phonological Awareness Literacy
Screener (PALS) for Pre-K and the Early Language and Literacy Classroom Observation
(ELLCO) Scores, student literacy acquisition was measured against 10 factors. The analysis
of data gathered indicated a significant correlation between classroom environment and
teacher efficacy and literacy instruction. Further investigation of teacher/ coaching
relationships and curriculum is recommended to determine whether these factors may be
significant in early literacy achievement of preschool children. Concurring with the literature
that additional investments in early childhood education are warranted, educational leaders
are encouraged to support literacy activities for young children prior to school entry.

iii

TABLE OF CONTENTS
DEDICATION AND ACKNOWLEDGEMENTS................................................................... ii
ABSTRACT ............................................................................................................................. iii
LIST OF TABLES .................................................................................................................. vii
LIST OF FIGURES ............................................................................................................... viii
CHAPTER 1: INTRODUCTION AND BACKGROUND ...................................................... 1
The Program History .......................................................................................................................... 3
The Community ................................................................................................................................. 6
Children Acquiring Reading Essential Skills (CARES) .................................................................... 8
Statement of the Problem ................................................................................................................... 8
Purpose of Study ................................................................................................................................ 9
Significance of Study ......................................................................................................................... 9
Conceptual Framework .................................................................................................................... 14
Research Questions .......................................................................................................................... 15
Delimitations .................................................................................................................................... 16
Limitations ....................................................................................................................................... 17
Summary .......................................................................................................................................... 17

CHAPTER 2: REVIEW OF LITERATURE .......................................................................... 18
Child Development Theory .............................................................................................................. 18
Literacy Acquisition ......................................................................................................................... 20

iv

Curriculum ....................................................................................................................................... 28
Professional Development ............................................................................................................... 29
Coaching/Mentoring ........................................................................................................................ 31
Professional Development and Coaching ........................................................................................ 33
Assessment System .......................................................................................................................... 34
Tiered Interventions ......................................................................................................................... 35
Environment ..................................................................................................................................... 35
Summary .......................................................................................................................................... 36

CHAPTER 3: RESEARCH DESIGN AND METHODS ....................................................... 37
Research Design ............................................................................................................................... 37
Research Questions .......................................................................................................................... 37
Instrumentation and Data Collection ............................................................................................... 38
Creative Curriculum-Based Measures ............................................................................................. 38
Peabody Picture Vocabulary Test: Third Edition (PPVT-III) Results ............................................. 42
Participants ....................................................................................................................................... 47
Legal and Ethical Concerns ............................................................................................................. 51
Validity and Reliability .................................................................................................................... 51
Research Methods and Data Collection ........................................................................................... 53
Delimitations .................................................................................................................................... 53
Limitations ....................................................................................................................................... 54
Data Analysis ................................................................................................................................... 54

v

Summary .......................................................................................................................................... 56

CHAPTER 4: RESULTS ........................................................................................................ 57
Early Reading First CARES Evaluation .......................................................................................... 57
Research Questions and Findings .................................................................................................... 60
Summary .......................................................................................................................................... 67

CHAPTER 5: CONCLUSIONS AND RECOMMENDATIONS .......................................... 68
Discussion of Findings ..................................................................................................................... 68
Implications for Practice .................................................................................................................. 70
Recommendations for future research ............................................................................................. 72
Methods Enhancements ................................................................................................................... 73
Policy Recommendations ................................................................................................................. 73
Practitioner Recommendation .......................................................................................................... 74
Summary .......................................................................................................................................... 75

REFERENCES ....................................................................................................................... 76
APPENDICES ........................................................................................................................ 91
Appendix A: Classrooms, Teachers, and Children Participating in the Program ............................ 92
Appendix B: Kalkaska County Demographics ................................................................................ 94
Appendix C: Fidelity Framework ................................................................................................... 96
Appendix D: Training and Professional Development Logs for Early Reading First ................... 100
Appendix E: UHSRC Approval .................................................................................................... 105

vi

LIST OF TABLES
Table

Page

1.

Preschool Characteristics...................................................................................

5

2.

Variables and Factors Related to Early Literacy Acquisition of

16

Prekindergarten Students...................................................................................
3.

ERF Program Requirements, Local Strategies, and Data Collected..................

22

4.

Characteristics of Excellent Literacy Coaching and Links to the Role of the

33

Literacy Coach...................................................................................................
5.

Classroom Types and Locations........................................................................

49

6.

Children Attending CARES Programming 2006-2010.....................................

50

7.

Early Reading First Professional Development 2006-2010..............................

51

8.

Frequency Counts for Selected Teacher Variables............................................

58

9.

Frequency Counts for Selected Variables Based on Student-Level Data..........

59

10.

Descriptive Statistics for Selected Variables.....................................................

60

11.

Pearson Product-Moment Correlations for Teacher Factor with Early

62

Literacy Acquisition...........................................................................................
12.

Pearson Product-Moment Correlations for Student Factor with Early Literacy

63

Acquisition.........................................................................................................
13.

Pearson Product-Moment Correlations for Environmental/Classroom Factor

64

with Early Literacy Acquisition.........................................................................
14.

Prediction of PPVT Gain Scores Based on Selected Variables.........................

65

15.

Prediction of PPVT Posttest Scores Based on Selected Variables.,................... 66

16.

Prediction of Uppercase Letter Gain Scores Based on Selected Variables........ 66

17.

Prediction of Uppercase Letters Posttest Scores Based on Selected Variables.

67

vii

LIST OF FIGURES

Figure

Page

1.

Brain Growth and Development From Birth....................................................

12

2.

Brain Growth and Public Expenditures............................................................

13

3.

Early Reading First Impact on Student Achievement in Northern Michigan..

14

viii

CHAPTER 1: INTRODUCTION AND BACKGROUND
School districts are eager to implement the most effective practices to ensure high
levels of student achievement in a period marked with declining resources and growing
social and economic challenges. In an era of reinventing education and competitions such as
Race to the Top (U. S. Department of Education, 2013), innovation appears to be the key to
access federal funds.
Within this context, a growing body of research has emerged to support early
childhood education as a quality investment for our children, potentially unlocking early
potential and creating lasting impacts related to school success and beyond. Several
landmark studies indicated that a quality education targeting our youngest learners has the
ability to yield impressive academic, economic, and social returns (Schweinhart & Weikart,
1989; Reynolds, Temple, Robertson, & Mann, 2002; Barnett, 2004; Belfield, Nores, Barnett,
& Schweinhart, 2005).
Early childhood education is credited with reducing costs associated with educational
remediation, grade-level retention, and special education services. (Schweinhart, 2005;
Barnett & Masse, 2007). More important, according to the National Early Literacy Panel
(NELP, 2008) and Early Reading First (ERF, 2007), early childhood education is associated
with the prevention of early learning difficulties and overall improved education outcomes.
The link between primary skill levels in language skill, phonemic awareness, and printrelated knowledge have been traced to the preschool years (McCardle, Scarborough, & Catts,
2001; Scarborough, 2001; Spira, Storch, & Fishel, 2005; Storch & Whitehurst, 2002;
Whitehurst & Lonigan, 1998).

The research on quality early childhood education seemed to indicate positive
outcomes for all children, offering a significant learning opportunity for children considered
to be most at risk. The gap in education between children from different backgrounds is
significant and persistent (National Center for Education Statistics (2002). Recognition of the
importance of the early years to long-term literacy achievement has led to increased
pressures to intervene early and effectively (Shonkoff & Phillips, 2000; Snow, 1998).
Research has further established a connection between quality early childhood
programming and improvements in economic growth in both the short and long term
(Rolnick & Grunewald, 2003; Smith & Tisdale, 2011). Arguments have been made that
early childhood seems poised to capture and capitalize on existing dollars and new
allocations to create better outcomes for children and families, leveraging these funds to
maximize a return on initial investment. Additionally, the positive impact of early childhood
programs and services on workforce development is a relatively new claim related to the
future cultivation of workers needed in the new creative economy (Bond, Galinsky, &
Swanberg, 1998; Heckman, 2000; Heckman & Masterov, 2004; Bartik, 2006). Early
childhood education is said to arm future workers with the appropriate skills to be successful
in the 21st century.
Research indicated that social costs can be saved, as they are related to adolescent
crime, worker productivity, and overall quality of life indicators (Aos, Lieb, Mayfield,
Miller, & Pennuci, 2004; Belfield, 2004; Campbell, Ramey, Pungello, Sparling, MillerJohnson, 2002). Abundant research findings are helping to gain the attention of people with
influence outside of the education sector including policy-makers, philanthropists, military
leaders, and economists.
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Early childhood education holds much promise for k-12 education, boasting
significant innovation and cost savings in the immediate and long-term. This study
investigated the impact of a nationally recognized program to gauge possible outcomes and
benefits of early intervention, as it relates to the cultivation of early literacy skills, and
detailing the program elements in a way that provides adequate information for replication
and further study.
The Program History
In rural Northern Michigan, a local human service agency, dedicated to assisting
young children and families, received a federal Early Reading First (ERF) award in 2006.
Children Acquiring Reading Essential Skills, or CARES Project, served more than 160
children annually over a period of four years. The children serviced by the CARES program
varied in settings, but each preschool aimed to provide high quality programming to the
children who resided in their community. The CARES ERF program was implemented in
two cities in a single county school district. The administrative office for the project was
housed in five classrooms in one of the elementary schools in partnership with the Local
Educational Agency (LEA). The contiguous classrooms had distinct funding sources, age
compositions, classroom ratio requirements, supervision, and separate program and staffing
standards.
Table 1 outlines four options for early childhood programs: (a)The Great Start
Readiness Program (GSRP) is state-funded and provides preschool experiences to four-yearold children from low-income families who exhibit one or more risk factors, as described in
Appendix B. (b) The federally-funded Head Start program (HS) is also aimed at meeting the
needs of at-risk populations. Head Start offers classroom services to three- and four-year-old
3

children and includes home visitation, parent education, and social service components.
(c)The Early Childhood Special Education Program (ECSE), offered in a classroom, serves
young children with special needs two and a half-years-old through age six. This classroom
often has the support of itinerant staff, including speech and language pathologists,
occupational therapists, physical therapists, and social workers. Children in the ECSE
program have an Individual Education Plan (IEP), and have been qualified for the program
by appropriate testing. (d) A tuition-based program served a universal group of children with
mixed incomes. There are no risk factor criteria or additional services provided with this
type of program. During two years of the Early Reading First grant, the local district also
operated a Montessori tuition-based preschool. This program, like the other tuition program,
did not have any additional requirements, nor did it include any additional services for
participants or families.
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Table 1
Preschool Characteristics
Preschool
Options
Great Start
Readiness
Preschool

Acronyms Age

Funding

Qualifications

Service Components

GSRP

4

State

Financial and
Risk Factors

Meet Michigan licensing
requirements, certified
*ZA/ZS endorsed teacher, 30
weeks of service, universal
screening tool, curriculumbased instruction, home
visitation.

Head Start

HS

3-4

Federal

Financial and
Risk Factors

Meet Michigan licensing
standards, BA qualified
teacher, universal screening
tool, health, mental health,
home visitation.

Early
Childhood
Special
Education

ECSE

2.5-6 Federal
pass
through to
State

Qualified
Individual
Educational
Plan

BA Early Childhood
Developmental Delay
certified teacher, based on
individual needs of children,
FTE service is based on IEP
and state requirements.

2.5-5 Parent pay

No
requirements

Meet Michigan licensing
standards.

Tuitionbased

and/or
Department
of Human
Services
reimbursement

*ZA= Early Childhood Education, ZS= Early Childhood Education with Special Education
A variety of student demographics related to gender, risk factors, and special needs
were found in each classroom to ensure that each child and family had the best match for
services. During the four-year period of the CARES program, some shifts occurred in the
classrooms, including staff changes and classroom closures. However, nine of classroom
teachers were present during the entire program, and CARES maintained services to
5

approximately 160 children (See Appendix A). Each of the described programs operated as
an integral part of the prekindergarten through school-age continuum of services for the
community, with a goal to promote increased early literacy acquisition to ensure a great start
into kindergarten.
The Community
The community is a beautiful rural area that struggles with many of the challenges of
isolated communities. The families who reside in this county have some trademark qualities
of the local northern population, largely working-class, with decreasing economic
opportunities. The parents of this area are resourceful citizens, who like most, simply want
what is best for their children. Unfortunately, the demographic statistics reveal enormous
obstacles facing these families. It is a community plagued by a nagging presence of
generational poverty and a consistent lack of economic opportunity. These generational
factors impact families who struggle day-to-day while daring to aspire for greater things for
their children (Miller, 2005).
According to the 2012 Census Bureau estimates, the population was 17,099. The area
is distinctively racially and linguistically homogeneous with 97% of the residents identified
as Caucasian and nearly all are native English speakers (Appendix B). The rate of well-being
for children within the county area for the recorded year of 2012 ranked 76 of 82 counties in
the State of Michigan for children 0-17. The free and reduced lunch rate for the school
district was calculated at nearly 70% in October 2012 for the district-wide student population
in preschool to grade 12. The unemployment rate according to Kids Count (2011) cited a rate
of 11.3% and a median family income (average wage per job) at $38,053 annually.
Additionally, 20% of the total population has not attained a high school diploma. Please see
6

Appendix B for the charted risk factors for children, parents and families, and the community
as reported in the 2005 Early Reading First grant proposal and the current statistics for the
community.
In addition to these factors, family isolation in the geographic area is an enormous
barrier to connecting with families and to providing and receiving appropriate services.
Families seem to operate with a marginal and often unreliable network of support. Building
relationships within their own communities is a struggle, given the distance between
neighbors and the high cost of transportation.
These community descriptors, although discouraging, portray the reason this
community was selected for the Early Reading First (ERF) award. Children Acquiring
Reading Essential Skills (CARES), an Early Reading First program, was created to assist
these parents to equip their preschool children with the tools necessary to achieve excellent
early literacy skills during this critical period of development. Applicants were required to
demonstrate low performing literacy skills coupled with high community need. In 2005,
CARES came to the community to try to alter the educational path of hundreds of children
and families. ERF in this rural, northern community challenged the current educational
system by asking early childhood programs to operate differently in hopes of boosting early
achievement and changing the learning and life trajectory of the young students in this
community.
Research indicated that waiting until school entry to arm children with essential
reading skills is too late for many children, especially those from low-income and at-risk
homes. The socioeconomic status and accompanying risk factors too often mean that these
children are sent to school ill-prepared for educational success.
7

Children Acquiring Reading Essential Skills (CARES)
The Early Reading First Project CARES was developed to assist children in preschool
classrooms across the community including Head Start, Great Start Readiness Program, and
community-based programs. This partnership forged by the local school district and the nonprofit agency to transform existing preschool programs into Early Literacy Centers of
Excellence was scheduled to receive funds for a total of three years. CARES was created to
ensure that all preschoolers in this partner district had the opportunity to access high quality,
literacy-focused preschool experiences, explicitly taught by knowledgeable staff with
sufficient duration and intensity to develop the predictive pre-reading skills to transition
successfully into their individual kindergarten programs. The CARES program, in an effort
to cultivate centers of excellence, focused on teacher practice, instructional content, and
classroom environment to launch children toward success as they embarked on the earliest
part of their school careers.
Statement of the Problem
While the importance of early childhood support is of these programs is mounting,
there is very little written about which quality inputs will lead to best educational outcomes
for young children. The Federal Early Reading First (ERF) guidelines offered a large
framework based in the research, but offered inadequate guidance for implementation to
ensure quality outcomes; thus, leading to a mixed review of these projects. By studying the
steps of a successful program, this study specifically examines teacher practices and
classroom environmental factors that promote the greatest outcomes for children.
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Purpose of Study
The purpose of this study is to investigate non-evaluated components of a high
performing ERF site in an attempt to discover specific program elements, including teacher
and environmental factors, and factors related to the student, that contributed to acquisition
of early literacy skills.
Significance of Study
Prevention and early intervention, including services provided in this Northern
Michigan Early Reading First project is an excellent educational investment, particularly for
children experiencing poverty. According to the National Assessment of Education Progress
(2003), more than a third of fourth graders and 60% of those in poverty have failed to meet
basic literacy standards over the last decade. This abundance of converging evidence
supports high quality preschool education as a viable method of intervention, which could
provide the foundation for all students to enter kindergarten with the appropriate skills, ready
to succeed in school and life. The research is promising, as the rate of preschool attendance
is on the rise, thanks to boosts in federally funded programs and modest increases in statesponsored programs.
In the northern region where the present study was conducted, approximately 70%
of children aged 0-5 participated in a preschool or childcare experience prior to beginning
kindergarten (Great Futures Report, 2010). Unfortunately, the majority of these programs
showed mediocre results related to cognitive outcomes, including low levels of attainment in
both language and literacy acquisition. Preventing Reading Difficulties in Young Children, a
publication of the National Research Council (1998), showed that a high percentage of
children from low-income families attended preschools that addressed other developmental
9

domains but often failed to provide the language, cognitive, and early reading instruction and
activities necessary to develop skills to become successful readers. Poverty-aimed programs,
have historically excelled at boosting social and emotional development but fallen flat related
to skills related to language and literacy acquisition (Hart & Risley, 1995; 1999; 2005;
NICCHD, 2006). Further, children from low-income families are exposed to far fewer words
and are participants in fewer extended conversations. It is clear that substantial disparities
exist in children’s vocabulary knowledge by age three (Farkas & Beron, 2004).
Four-year-olds living in poverty are on average about a year and a half behind the
typical development of their peers. This translates into achievement and readiness gaps
between children from poor families and middle-class families in language, and other
academic areas. These shortcomings are seen in preschool and persist into elementary school
and beyond (Snow, 2005; Klibanoff, 2006).
The identified gaps are cause for concern for every community because an alarming
43% of preschool age children across the country come from low-income families. Millions
of three-, four-, and five-year-olds, their families, and teachers are affected (Douglas-Hall &
Chau, 2008). Further, we know that early intervention is the best prevention. While laying
out the prescription for a systematic and explicit k-12 system focused on annual growth and
effective catch up growth, the authors of Annual Growth for All Students; Catch Up Growth
for Those Who Are Behind reported that “that the most cost-effective way to diminish low
student achievement in high school occurs between birth and age five” (Fielding, Kerr,
Rosier, 2007, p. 202).
Educational policy initiatives that seek to improve the quality of early education,
particularly in the area of literacy and language instruction, are grounded in developmental
10

theory and empirical evidence emphasizing the continuity between children’s early literacy
and language development and their later literacy acquisition (Catts, Fey, Zhang, & Tomblin,
2001; Lonigan, 2006; Storch & Whitehurst, 2002; Whitehurst & Lonigan, 1998). Evidence
has shown that children with well-developed language and literacy skills enter kindergarten
poised to acquire the alphabetic principle and to apply this principle to two key aspects of
reading development: word recognition and reading comprehension (Chaney, 1998; Lonigan,
Burgess, & Anthony, 2000; NICHD Early Child Care Research Network, 2005; Storch &
Whitehurst, 2002). Conversely, children who enter kindergarten with relatively underdeveloped language and literacy skills are more likely than their higher-achieving peers to
exhibit difficulties in both immediate and long-term reading development (Gallagher, Frith,
& Snowling, 2000; O’Connor & Jenkins, 1999). Whereas children’s early literacy and
language achievements are relatively malleable in the preschool years, these skills become
increasingly stable during the elementary grades (Lonigan, Burgess, Anthony, & Barker,
1998). Eighty-eight percent of children who were behind in literacy skills in grade 1,
remained behind in literacy skills in grade 4. Consequently, more intensive remediation
efforts become necessary to bring children’s language and literacy skills to grade-level
performance than are necessary during the preschool years.
This academic research was further supported by current brain research that indicated
that approximately 90% of the brain architecture is complete prior to kindergarten entry.
When children are born, the brain is the least developed organ. The experiences and
relationships developed in the critical early years of development hard wire the brain for
learning. By kindergarten entry, a child’s brain is 90% of its adult weight, signifying the
incredible growth that occurs in the first few years of life (See Figure 1). According to the
11

Early Years Study of McCain, Mustard, and Shanker (2007), “Early experiences establish the
architecture of the brain and the developmental trajectories for the learning, behavior and
health of individual populations” (p. 16).

Brain Growth
Brain Weight (gm)
1400
1000
600
400
200
Conception birth 1

2
3
5
Age in Years

10

20+

Figure 1. Brain Growth and Development from Birth
An inverse relationship emerges upon further analysis that plots public investment of
dollars in young children against brain growth and development. Public funding for children
is lowest at a time when brain development is unparalleled. As brain plasticity decreases and
changes become more difficult, funding steadily climbs. Reviewing the visual in Figure 2, it
is easy to surmise that the mere 4% of funding that is designated for early childhood
programs is grossly inadequate in light of the potential for growth in children in this critical
time.
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Figure 2. Brain Growth and Public Expenditures
Hallmark studies for early childhood, such as the High-Scope Perry Preschool Study
(1962-1967) and Abecedarian Projects (1972-1977) demonstrate high quality outcomes for
children indicating a return on investment of between $7 and $17. For example, the welldocumented Abecedarian project has shown the short- and long-term positive impact of an
intensive early intervention program on children’s reading achievement and general cognitive
ability (Campbell & Ramey, 1994). Similar findings were found for the Perry Preschool
project that provided quality preschool experiences for high-poverty preschoolers (Barnett,
Young, & Schweinhart, 1998).
Early childhood education is a priority internationally. The value of early
childhood education has reached well beyond our national borders. In a review of
international commitment to early childhood, the Organisation for Economic Co-operation
and Development (OECD, 1961) published a 2006 report, Starting Strong, which indicated
the clear advantages to beginning education with a quality start. In 2009, the OECD again
13

posted quality early childhood initiatives as one of the promising practices that can be seen
throughout the global community.
Conceptual Framework
The conceptual framework for this research shown in Figure 3 helped to delineate
potential influences that may impact the process of the literacy acquisition of preschool
students as individuals and in their classroom settings. The concepts relate to teacher,
environment, and student factors as they relate to overall early literacy acquisition.

Figure 3. Early Reading First Impact on Student Achievement in Northern Michigan
Figure 3 illustrates the interworking of the teacher-factors and child-factors, as they
relate to the literacy acquisition of the children in a variety of programs supported by ERF
14

programming. The conceptual framework recognizes programmatic elements of the Early
Reading First program, as they relate to student achievement in literacy attainment. The
framework takes into account and demonstrates the likely interactions among each of these
components. Each component and factor has the potential to have an effect or an interaction
effect on each of the classrooms and upon each child. This study sought to determine how
each component and factor ultimately effects each child’s early literacy acquisition.
Research Questions
The following questions will guide the study:
1. How are teacher factors related to early literacy acquisition of prekindergarten
students?
2. How are student factors related to early literacy acquisition of prekindergarten
students?
3. How are classroom environment factors related to early literacy acquisition of
prekindergarten students?
4. How are teacher, student, and classroom factors related to early literacy acquisition of
prekindergarten students?
Table 2 shows the independent and dependent variables and how the study will
measure change related to each element. The independent variables are related to a variety of
teacher factors including teacher education, years of experience, hours of professional
development, the number and quality of the interactions with the assigned literacy coach, and
the teacher’s ability to implement the required curriculum with fidelity. The dependent
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variable measured in the study is literacy acquisition, which were measured using the PALS
PreK Upper Case Letter Recognition subtest and the Peabody Picture Vocabulary Test.
Table 2
Variables and Factors Related to Early Literacy Acquisition of Prekindergarten Students
Independent Variables
Teacher Factors
Education
Experience
Professional
Development
Coaching

Student Factors
Socio Economic
Status/Program
Gender

Environment/Classroom
Factors
ELLCO
Location

Age

Curriculum Fidelity
Dependent Variable
Early Literacy
Acquisition

Measurement Tool
PALS PreK- Upper Case Letter Recognition
Peabody Picture Vocabulary Test

Delimitations
Restricting the study to a single Early Reading First site in Northern Michigan
represented a major delimitation for the study. The choice of this specific site and population
decreases the generalizability of the data to other sites. The researcher further restricted the
study by examining only pre-existing data that met the criteria of completing three of four
pre/post PALS subtests of upper case letter identification and Peabody Picture Vocabulary
Tests. The transitional nature of many of the students in this community prevented full data
collection with each instrument for all of the eligible students. Restricting the data sets
prevents deeper analysis of the literacy acquisition beyond the two measures listed above.
16

Limitations
A major limitation of the study is the focus on quantitative data collection. Focusing
on the tests and measurements related to the study excludes the anecdotal experiences of the
staff, parents, and children in the program. Choosing not to collect additional data excluded
potentially rich qualitative information that could have been shared by individuals
responsible for the implementation and supervision of the ERF grant.
Summary
The overall purpose and significance of the study related to the Early Reading First –
Children Acquiring Reading Essential Skills, and the conceptual frame used to conduct the
research were discussed in this chapter, which also highlighted the overall growing
importance of early childhood education and its potential impact for K-12 education. A
review of pertinent literature review as it relates to this research will be discussed in Chapter
2.
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CHAPTER 2: REVIEW OF LITERATURE
Child Development Theory
The review of literature pertinent to this study established a historical perspective on
child development related to early literacy acquisition in young children. In the development
of the theoretical framework for this study, it is important to look at the research related to
the early learning of young children. For years, a predominant theoretical framework for
early childhood care and education has been tied to developmental theories of psychologist
Jean Piaget (1972), who asserted that cognitive development follows four stages of
increasing maturation including sensorimotor, preoperational, concrete operational, and
formal operational. This process was thought to determine the rate of a child’s ability to
learn. In Piaget’s view, learning was an individual process and educational influence should
follow this prescribed maturation process. Adults and educators ascribing to Piaget’s
theories were cautioned against providing information outside of the formal reach of the
child and to favor the natural unfolding of cognitive development. (Piaget, 1972, 1990;
Renner, Stafford, Lawson, McKinnon, Friot, & Kellogg, 1976).
The Vygotskian (1978) framework countered this theoretical argument, considering
learning as a shared or joint process in a responsive social context. According to Vygotsky,
also a developmental psychologist, children are much more capable and can perform at a
much higher level of competency when he or she receives appropriate assistance or
scaffolding from adults (Justice & Ezell, 1999). Vygotsky’s (1978) general message has
been substantiated by such methods as dynamic assessment, zone of proximal development,
meditated learning, and cognitive education among many others developed within the
Vygotsky theory (Vygotsky, 1978; Berk & Winsler, 1995).
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Vygotsky’s (1978) research is reflected in the early foundation for Early Reading
First (ERF) and in the development of this dissertation. A social context for interactions
provides the backdrop for all learning, and this learning is enhanced through relationships
with quality adults and environments. Further, learning may not necessarily develop based
only on maturation, and the highest quality learning cannot occur in isolation (Kuhn, Langer,
Kohlberg, & Haan, 1977). Rather, quality interactions with highly trained adults within
language rich environments will lead to different outcomes than interactions that simply wait
for maturation to occur unprompted by adults and environment that have not been enriched
by the scientifically based reading research standards of ERF.
Broad concepts and terminology related to the topic of preschool literacy acquisition
and the research questions guiding this study are essential to assure that the outcomes are
meaningful to both readers and researchers. The No Child Left Behind Act (NCLB, 2001),
created Early Reading First (ERF) programs to enhance teacher practices, instructional
content, and classroom environments in preschools and to help ensure that young children
start school with the skills needed for academic success. The program which was authorized
under Title I, Part B, Subpart 2 of the Elementary and Secondary Education Act (ESA),
reflects current research that describes the kinds of skills that young children must have to
become successful readers, including:


oral language (expressive and receptive language and vocabulary development)



phonological awareness (rhyming, blending, segmenting)



awareness of the print conventions



alphabet knowledge (letter recognition)

(Winehurst & Lonigan, 2001: Pullen & Justice, 2003).
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For the purposes of this study, cultivation of these four skills of early literacy define the
concept of literacy acquisition.
Literacy Acquisition
Many factors related to a child’s development may advance or hinder a child’s
growth in literacy acquisition skills. It is clear that adult interactions and program
components, and the classroom environment play a strong role on these skills and future
school success. Early Reading First provided grants to school districts, other public,
nonprofit, and private organizations, and collaborations of the same entities that service three
to five-year- olds, especially those from low-income families. The grants were used to
provide services to better prepare children to enter kindergarten with the necessary language,
cognitive, and literacy skills that can avert reading difficulties. ERF grants were intended to
support the following items:


A high-quality oral language and print-rich classroom environment.



Activities and instructional materials developed according to scientifically based
reading research that will help develop children’s oral language, phonological
awareness, print awareness, and alphabet knowledge.



Screening and assessments to monitor children’s acquisition of skills and to guide
instruction.



Professional development formulated according to scientifically based reading
research that will help teachers to enhance children’s language, cognitive, and early
literacy skills.



Integration of the instructional materials, activities, tools, and measures into the
grantee’s existing programs.
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The subject of this study was a northern Michigan Early Reading First program grant
recipient selected to implement the federal requirements. To become a center of excellence,
each ERF program must focus on teacher practice, instructional content, and classroom
environment; however, translating these requirements into programmatic tactics is the
prerogative of the operating site. Table 3 shows the organization of each strategy by federal
requirement, northern Michigan program strategy, and data collection, all aimed at promoting
increased levels of early literacy.
Table 3
ERF Program Requirements, Local Strategies, and Data Collected
Early Reading First
Requirement

Northern Michigan Early Reading
First Strategies

Teacher Practices

Professional Development Based on Number of hours attended
Scientifically Based Reading Research Teacher Perception Survey
Literacy Coaching

Instructional Content

Data Collected

Mentor Coach/Teacher Survey

Core Curriculum/ Scope and Sequence Fidelity Checklist
Formative and Summative Assessment Number of assessments given
Structure
& child scores on formative
assessments, Peabody Picture
Vocabulary Test – 4 (PPVT-4),
and Phonological Awareness
Literacy Screener for Pre-K
(PALS Pre-K)

Classroom Environment High Quality language and Print-Rich Early Language and Literacy
Environments
Classroom Observation
(ELLCO) Scores

Each requirement is further defined in the goal areas of the original proposal written
in 2005 (Miller, 2005).
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The first stated Goal for the grant was to provide scientifically based language and
literacy activities within a structured and systematic learning environment that supports the
age-appropriate development of oral language, print awareness, phonological awareness, and
alphabet knowledge to identified at-risk preschoolers. The following indicators would
demonstrate success on the first goal.


The scientifically based reading researched curriculum follows a defined scope and
sequence that is systematic and aligned to support development of children’s oral
language, phonological awareness, print awareness, and alphabet knowledge.



The curriculum, combined with project procedures and other supports, ensure that
teachers know what they are supposed to do to support the development of children’s
oral language, phonological awareness, print awareness, and alphabet knowledge, and
have the materials necessary for implementation.



Explicit and intentional instruction begins with teacher-directed and moves to more
independent activity in whole group and small group instruction and practice and
independent practice.



Content provided improves children’s oral language and background knowledge.



Schedule for each day allots 260 minutes for developing each child’s language,
cognition, and early reading skills.

ERF requires the use of scientifically based methods to achieve outcomes. The statute
(section 1221(b)(2) and 1208(6) ESA) defined scientifically based reading research (SBRR)
as that which applies rigorous, systematic, and objective procedures to obtain valid and
reliable knowledge relevant to reading development, reading instruction, and reading
difficulties. Specifically, this research employs systematic, empirical methods that draw on
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the observation or experiment, involves rigorous data analyses that are adequate to test the
stated hypotheses, and justify the general conclusions drawn. Scientifically based reading
research also relies on measurements or observational methods that provide valid data across
evaluators and observers and across multiple measurements and observations. Finally,
SBRR must have been accepted by a peer-reviewed journal or approved by a panel of
independent experts through a comparably rigorous, objective, and scientific review (NELP,
2008).
The second goal for the program was to provide preschool-age children with
cognitive learning opportunities in high-quality language, literature, and print rich
environments. The indicators for successful implementation include:


Strategies and materials to enhance the literature and print richness of the
environment.



Strategies and material to establish a physical environment that provides support for
the development of children’s oral language



Strategies and materials to establish a physical environment that provides support for
the development of children’s background knowledge
Much of the Early Reading First research is dependent upon the understanding of

Scientifically Based Reading Research (SBRR) and a common definition of preschool
literacy acquisition. In the classroom, teachers introduce children to the letters of the
alphabet initially through songs, sequencing activities, poetry, and rhyme. A host of other
activities include developing alphabet knowledge through a variety of alphabet books;
magnetic, sand, and salt trays; alphabet games and songs; naming letters, matching letters
and sounds; providing a variety of interesting and meaningful reading material for children,
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including readily recognizable signs and logos, product labels, menus, magazines, class-made
books, and books for all genres; and posting the alphabet and other meaningful print at
children’s eye level.
The third goal of the program was to provide all staff with systemic ongoing
professional development based on SBRR. The indicators of success included:


Professional development scope and sequence providing comprehensive information
about SBRR.



Professional development ensuring classroom focus and enhances implementation of
curricula, materials, and instructional strategies.



Teacher participation in high quality, sustained, and intensive professional
development.



Qualified literacy coaches linking professional development coursework to
classroom.

Consistent with the statutory definition of professional development, ERF professional
development is expected to be continuous, intensive, and classroom focused.
The fourth program goal was to use valid and reliable screenings, diagnostic, progress
monitoring, (formative and summative assessment structure) and outcome early literacy
measurers to identify students at risk, guide instructional decisions, and evaluate program
effectiveness. The indicators of success for this goal included:


Each teacher administers designated assessments based on the assessment calendar to
identify students at risk.



Each teacher uses information gained from screening and progress monitoring
assessments to improve instruction for individual children.
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Each teacher gathers high-quality data for program effectiveness.
For the purposes of this study, early childhood literacy acquisition focused on skills
related to phonemic awareness, phonological awareness, oral language, comprehension,
and print awareness. Each of these four terms is an important concept related to the
outcome data related to preschool literacy acquisition.
A young child's knowledge of the alphabet and ability to rapidly and automatically

name letters is a strong predictor of later reading success (NELP, 2004). Preschoolers need to
understand that letters have names, letters represent sounds, and letters are used to create
patterns to form words. Many letter names provide information about the sounds they
represent (Torgesen, 1998). Children who can instantly recognize the letters of the alphabet
are able to focus their attention on other literacy tasks (Hall & Moats, 1999).
Phonemic awareness focuses on sounds, not words and word parts. It is the insight
that words are made up of sounds and that those sounds can be manipulated independent of
meaning. Phonemic awareness includes oral blending and segmentation. Oral blending
begins with blending word parts, then move to blending initial sounds with word endings.
Just as with oral blending, segmentation, breaking words into parts, allows children to
manipulate sounds. Using large mouthed puppets, game-like activities help children focus on
the sounds of language. Letter knowledge is a predictor of phonological growth and
sensitivity across the year (Burgess & Lonigan, 1998).
Phonological awareness plays a crucial role in literacy acquisition. Children
typically begin to develop phonological skills around age three and gradually progress (Snow
et al., 1998). Phonological skills are less likely to develop through incidental exposure
(Sulzby & Teale, 1991). Phonological awareness involves working with sentences, words,
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word parts, syllables, rhymes, and onset and rimes. Children develop a sense of the sound
structure of language by saying rhymes, singing, and reciting finger plays (Jenkins & Bowen,
1994).
Phonological awareness is encouraged by a wide variety of activities: playing with
sounds, listening or repeating sounds, songs, and other music exercises such as clapping,
moving to the beat, patterns, nursery rhymes; chants; matching sounds; syllable clapping;
alliteration; playing sound and word discrimination games; isolating segments of a word;
identifying words that begin or end with the same sound; connecting sounds and letters;
blending sounds to make words; substituting or deleting syllables; and reading and writing
books.
Oral language is extended and enriched through daily opportunities to talk and
communicate with responsive, interested adults in unhurried conversations and by various
activities in which rich and varied vocabulary is modeled via planned interactions and
conversations; daily book reading; sharing a book using dialogic reading strategies and
prompts; using questioning techniques that encourage children’s language (open-ended “wh”
questions, extension, recall, distancing, reflection, narrative, and explanatory talk); children
dictating stories or ideas; reading predictable and pre-decodable books; using puppets and
props for dramatic play and acting out stories; encouraging children to speak about their
thoughts and ideas, and to play with language.
A strong grasp of oral language including the ability to understand words (receptive
language) and use them (expressive language) strengthens a child's ability to read (National
Reading Panel, 2000). The conversations that adults have with children are critically
important, as they offer practice to build both receptive and expressive language skills. This
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exchange of words with adults becomes increasingly important if placed within the context
of the child’s environment, particularly within the context of their play. Burgess and
Lonigan (1998) said, the larger a child's vocabulary, the greater the child's phonological
sensitivity‒their ability to notice, replicate, and play with the sounds of language. Children’s
awareness of the forms and functions of literacy is an important predictor of later school
success.
Comprehension and print awareness develop as children are surrounded with print;
familiar signs and labels are everywhere. Children's knowledge of print concepts is an
important predictor of later literacy achievement (Clay, 1979). Children learn the uses of the
written language before they learn the forms (Gundlach, McLane, Scott, & McNamee, 1985).
Print awareness is stimulated by daily modeling of writing and making meaningful
use of writing for children; adding print to the classroom environment in the presence of and
with the participation of children; pointing out the conventions of print, letter shape,
directionality and punctuation while reading and writing with children; and making a variety
of writing materials and utensils readily available for children’s use. Their development of
writing may be encouraged through pudding and gel writing; making class books about
events or story; providing samples of meaningful environmental print; making signs and
maps of the classroom; and helping children to recognize the difference between pictures,
letters, numbers, and words.
Having discussed the goals of the grant-funded ERF program entitled Children
Acquiring Reading Essential Skills (CARES) and defined the terms relevant to early
childhood literacy, the next section offers details of the local program elements that were
implemented by each of the classrooms.
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Curriculum
The Children Acquiring Reading Essential Skills program was rich in resources and
in language and literacy-promoting strategies that represent a comprehensive and complex
response to the issues children face enroute to becoming successful readers. One strategy
included appropriate implementation of curricular materials.
Open Court Reading (OCR) was the core language and literacy curriculum used in all
of the ERF classrooms. It offered intentional and planned sequential development of oral
language, alphabet knowledge, print awareness, and phonological awareness and supported
content learning in math, social studies, and science. Open Court Reading provided the
framework for arranging the class environment, introducing sounds and letters, reading and
responding to stories, and integrating the curriculum (ECA, 2008).
After selecting a curriculum to ensure the research-based effects are gained by the
recipients of the curriculum, implementation as intended is essential. In educational
research, implementation of manualized curricula or instructional approaches often utilizes
measures of procedural fidelity to ensure they are implemented as intended (Justice & Ezell,
2002; Lonigan, Anthony, Bloomfield, Dyer, & Samwel, 1999; Reid & Lienemann, 2006;
Wasik, Bond, & Hindman, 2006). Procedural fidelity refers to the teachers’ implementation
of language and literacy lessons accurately, efficiently, and appropriately; essentially, the
ability to follow step-by-step routines (New York State Education Department, 2005).
Within practice, procedural fidelity measures are increasingly used to determine whether
teachers are using adopted programs as intended, particularly those curricula that are
considered to support scientifically based reading research, for which procedural fidelity is a
key factor of pupil outcomes (Glenn, 2006).
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Professional Development
Early Reading First, established as a component of the No Child Left
Behind Act (2002), raised the bar for teacher quality by calling for intensive professional
development to equip teachers with the content knowledge and skills necessary for effective
instructional practices in early literacy. Similarly, the Good Start, Grow Smart initiative
(U.S. Department of Health and Human Services, 2002) focused on achieving better
alignment between preschool and primary grades, providing teachers in non-relative care
settings with professional development and training in effective early literacy pedagogy.
Orienting professional learning toward joint professional development and analysis of
teaching and learning binds professional studies inextricably into the practice of teaching. It
converts professional development from its traditional role of training or remediation
external to the work of teaching into a core dimension of professional practice. It would
simultaneously work to convert practice from a process of private trial and error and
implementation to a more publicly deliberative process of inquiry and experiment (Ball &
Cohen, 1999).
Unfortunately, our knowledge about what makes a quality teacher preparation
program, particularly for children in their earliest years, is unclear. Enhanced teacher
education and training has been identified as a key strategy for improving children’s learning
in pre-K through 12th grade, but current research linking teacher education and training to
quality practices requires a fairly high level of inference (Strickland, Snow, Griffin, & Burns,
2002). To date, we simply do not have convergent evidence on either the content or the
methods in teacher preparation or professional development programs to ensure high-quality
early care and education settings for young children (Zaslow & Martinez-Beck, 2006).
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In short, effective teachers of early literacy must bring a substantial knowledge base,
reflecting an understanding of child development, and the knowledge, skills, and dispositions
necessary to shape appropriate learning experiences that are engaging to children. Together,
these qualifications represent a significant challenge to a professional field that has been
traditionally poorly compensated and underfunded (American Federation of Teachers, 2004).
Indeed, one study found that Head Start quality was more strongly related to the
quality of in-service education teachers had received than to general educational
qualifications of staff (Epstein, 1999). Experimental research in which in-service professional
development intervention is provided to preschool teachers has demonstrated that such a
focused intervention can change teacher practices in ways that foster student learning. In two
separate studies, Wasik and Bond (2001) and Wasik et al., 2006) demonstrated that
professional development that deals with language and literacy and includes guidance and
practice in implementing effective strategies can help teachers adopt more effective
conversational strategies and changes in teachers directly related to student learning.
Thus, many preschool programs struggle to overcome powerful factors that conspire
to undermine efforts to improve program quality: limited funds for major professional
development efforts, constant changes in staff, confusion or lack of clarity about educational
goals related to pre-academic skills (Dickinson & Brady, 2006), limited knowledge of early
literacy development, and a culture without a tradition of reflection on classroom practice or
student learning. Teacher participation in professional development experiences is shaped by
powerful factors related to their own personal histories; factors that might well be expected to
affect their ability to incorporate recommended practices into their classrooms (Dickinson &
Caswell, 2007).
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In conclusion, available research indicates that the nature of teacher-child interactions
in preschool classrooms can affect children’s acquisition of language and literacy, and that
teacher education, particularly when it is focused on strategies for supporting language and
literacy, can result in changes in teacher practices that result in improved student
achievement (Taylor, Pearson, Peterson, & Rodriguez, 2004; Wolf, Borko, Elliott, & McIver,
2000), the development of a sense of responsibility for student learning and focus on student
performance (Langer, 2000), and high-level conversations that encourage reflection on
practice (Taylor et al., 2004).
Coaching/Mentoring
As a practice-based professional development approach, coaching has generated a
tremendous interest among educators in recent years (Blachowicz, Obrochta, & Fogelberg,
2005; Joyce & Showers, 1983). Although coaching has long been used in athletic training
and leadership programs (Nettles, 1993), its application to reading and early childhood
teaching is relatively new. While there are many forms such as content focused and student
focused coaching (Salinger, 2006) and practices, the consensus among applications appears
to be that coaching is a form of professional development, which involves ongoing classroom
modeling, supportive critiques of practice, and specific observations (Shanklin, 2006).
The Advisory Board of the Literacy Coaching Clearinghouse (Shanklin, 2006)
suggested six characteristics that define effective literacy coaching and high quality practices,
as shown in Table 4. These roles correlate strongly with the ERF Mentor Coaches’
responsibilities.
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Table 4
Characteristics of Excellent Literacy Coaching & Links to the Role of the Literacy Coach.
Characteristics of Effective Literacy
Coaching
1. Involves collaborative dialogue for
teachers at all levels of
knowledge and experience

Role of a Literacy Coach at the Building
Level
Is careful to include all teachers regardless of
knowledge and experience in professional
learning.

2. Facilitates development of a school
vision about literacy that is site-based
and links to district goals.

May lead or is a member of the school literacy
committee. Helps school determine qualities of
excellent literacy instruction that it wants to
strive for. Answers questions of and advises the
school principal about literacy learning.
Facilitates teacher study groups. Leads or
organizes other professional learning
opportunities around literacy instruction.

3. Is characterized by data-oriented
student and teacher learning.

Helps teachers examine students work, suggests
assessments, models and gives assessments,
interprets data, may enter data, assists in
Response to Intervention efforts. Evaluates
coaching efforts and other professional
development offerings.

4. Is a form of ongoing, job-embedded
professional learning that increases
teacher capacity to meet students’
needs.

Works to embed professional learning in the
context of the school. Works along with teachers
during the day. Implements sound practices for
adult learning. Helps teachers keep professional
learning going after coaching cycles end.

5. Involves classroom observations
that are cyclical and that build
knowledge over time.

Understands gradual release of responsibility.
Helps teachers develop means to reflect upon
their own teaching and make improvements.
Understands differences in the literacy strategies
needed for particular content disciplines.

6. Is supportive rather than evaluative.

Helps teachers uncover areas where growth is
needed. Assists teachers in being reflective
about their own teaching. Understands gradual
release and approximation of new learning.

(Shanklin 2006)
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In the ERF model, Literacy Mentor Coaches support teachers in establishing
classroom environments that: a) embed literacy activities in all preschool routines and
activities, b) create distinctive literacy spaces, materials and props, c) use teacher-child
interactions to extend language and play complexity, d) model reading and writing, introduce
rare and root words, e) engage all children in extended discourse, and f) provide purposeful
experiences with print.
Professional Development and Coaching
There is a growing body of research that indicated the importance of connecting
content and context in professional development. Ball and Cohen (1999), for example, have
argued that since the work of effective teaching occurs in practice, professional education
aimed toward developing effective teachers needs to occur in the learning
context of their own practices.
Neuman and Cunningham (2008) examined a coursework plus coaching model,
offering that a more reasonable explanation of the study outcome might have less to do with
the quality of the coursework and more to do with the linkage between theory and practice.
While professional development courses may at some point translate to greater knowledge
and practice, it alone did not appear to successfully help practitioners develop the
pedagogical, curricular, or practical knowledge necessary to make changes in context. The
conceptual linkages between what was learned and how it could be applied seemed to be
missing.
To meet the demands for quality teaching specific to reading readiness, effective
early childhood educators must be immersed in knowledge about language and literacy
development and know what to teach and how to teach developmentally and effectively.
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Teachers must understand what individual children bring to learning, how to build upon prior
knowledge in a way that engages children’s understanding in meaningful literacy practices,
and how to monitor children’s growth and progress.
Content knowledge alone is not sufficient to enhance early literacy practice. The
work of effective teaching occurs when an individual teacher’s pedagogy is explored in the
context of a teacher’s own practice. Characteristics of effective professional development for
teachers include meeting teachers where they are (Poglinco & Bach, 2004), an ongoing and
sustained effort (Taylor et al., 2004), a focus on children’s performance and outcomes
(Darling and Hammond, 1997), high level conversations that encourage reflection on practice
(Guiney, 2001; Harwell Kee, 1999), and strong program level leadership.
Assessment System
In fiscal year 2009, the Kalkaska ERF program created a new progress monitoring
system. The initial progress monitoring tool was not able to adequately measure children’s
progress toward literacy acquisition consistently. The ERF team amended the tool to best
reflect the intended curriculum outcomes. Staff utilized the Creative Curriculum student
measures as the primary framework to which Open Court Reading objectives and skills were
added. The data were collected three times during the year. The literacy coaches created and
maintained a database for recording individual teacher’s progress monitoring data.
In addition, a hearing and vision technician provided screenings for all CARES
preschool children. Finally, each eligible student was also assessed utilizing the Preschool
Assessment of Literacy Skills in Pre Kindergarten (PALS Pre-K) and the Peabody Picture
Vocabulary Test III (PPVTIII).
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Tiered Interventions
Tiered intervention is a framework that corresponds closely to the three levels of
prevention and intervention proposed by the Committee on the Prevention of Reading
Difficulties in Young Children (Snow et al., 1998). The model of tiered or differentiated
instruction offered supplemental or strategic interventions for children who fall below
expected benchmarks and intensive interventions for children considered at high risk. The
framework uses evidence-based practice to shape learning opportunities at various levels of
intensity (whole-class or small-group experiences vs. targeted individualized instruction) and
measures a child’s response as an indicator of the conditions under which she or he is most
likely to learn.
Tiered approaches are strategic because the intensity of time, effort, and resources
matches the intensity of specific needs shown by children. In the context of early literacy
instruction, this means that judgments about whether children at risk for later reading
difficulties and in need of early intervention are inextricably linked to the instructional
opportunities. Kalkaska ERF staff and program teachers addressed student learning by
reviewing pertinent data to create appropriate strategies to intervene in a child’s given area of
weakness.
Environment
From the earliest moments in life, children learn within the context of their
environments. The physical environment and materials with which they interact become
pieces of the information and lessons that they learn while interacting in their home,
community, and classrooms. Children become aware of conventions of print because
symbols, signs, labels, notes, lists, magazines, and books are everywhere and convey
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important information (Neuman & Rokos, 1993). Early Reading First focused on
supplementing the early childhood environments with literacy-rich materials based on
evaluative scores of a classroom literacy checklist. CARES classrooms were provided
supplementary materials to ensure continued growth related to external learning
environments.
Summary
Child development and literacy acquisition are complicated topics that have long
been debated. The intention of this chapter was to capture the essential understandings of
literature related to these topics, to define some of the specific vocabulary that will be used
throughout the study, and to further clarify strategies employed by the CARES ERF project
as they related to the defined terms. The design and methods used for this study, including a
more specific look at the conceptual framework, the guiding questions, data collection
process, and the instruments used in the research will be discussed in Chapter 3.
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CHAPTER 3: RESEARCH DESIGN AND METHODS
Research Design
Creswell (2003) explained that “A quantitative approach is one in which the
investigator primarily uses postpositivist claims for developing knowledge…employs
strategies of inquiry such as experiment and surveys, and collects data on predetermined
instruments that yield statistical data” (p. 18). This study used a quasi-experimental design to
explore the impact of eight independent variables related to teacher, environmental, and
student factors on the dependent variable, acquisition of preschool literacy skills. A quasiexperimental design was used for two reasons: (a) There is little research that examines the
impact of the individual components of the Early Reading First structure on the impact of
literacy acquisition and (b) the nature of the Early Reading First program does not permit a
random sampling, as all students in the program benefit from the program implementation.
The dependent variable, literacy acquisition, was measured in a variety of ways,
including use of Curriculum Based Measures developed from the Creative Curriculum,
Preschool Assessment of Literacy Skills for Pre-Kindergarten, and the Peabody Picture
Vocabulary Test-III measure.
Research Questions
The same tools utilized by the Early Reading First-Children Acquiring Reading
Essential Skills program evaluators were used in this study to further analyze the pool of
existing data to answer the following questions:
1.

How are teacher factors related to early literacy acquisition of prekindergarten
students?
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2. How are student factors related to early literacy acquisition of prekindergarten
students?
3. How are classroom environment factors related to early literacy acquisition of
prekindergarten students?
4. How are teacher, student, and classroom factors related to early literacy acquisition of
prekindergarten students?
Instrumentation and Data Collection
To measure acquisition of literacy skills, this study used the Preschool Assessment of
Literacy Skills for Pre-Kindergarten (PALS Pre-K), and the Peabody Picture Vocabulary
Test (PPVT-III). Further data were collected for the Early Reading First program elements
including the Early Language and Literacy Classroom Observation (ELLCO), Curriculum
Fidelity Checklist (CFC), Teacher Perception Survey (TPS), and the Mentor Coach/Teacher
Survey (MCTS). The collected data from the mentor coaching and teacher surveys and the
fidelity checklist failed to produce a differential for the classrooms surveyed and were
subsequently deleted from the analysis of data in this study. The scores indicated no
difference in the classrooms participating in the study, as all classrooms reported use of the
curriculum with fidelity and the presence of a quality mentoring relationship between teacher
and coach. The tools and measures that were used are described in the next section.
Creative Curriculum-Based Measures
Creative Curriculum-Based Measures are a series of literacy-based checklists
developed by Creative Curriculum that were used three times each school year to assess
students. The Creative Curriculum Checklist synthesizes skill-based information relative to
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alphabetic knowledge, phonemic awareness, and print awareness. An oral language checklist
was derived and prepared by the ERF staff by pulling outcome measures from the general
curriculum measures. The oral language checklist was aligned to the Open Court PreKindergarten Literacy Curriculum.
Phonological Awareness Literacy Screening: PreK (PALS). This phonological
awareness and literacy screening tool measures young children’s literacy knowledge and
assesses a child’s phonological awareness, specifically rhyme, beginning sound, and ability
to recognize uppercase letters. Lowercase letter recognition is assessed for those children
who are familiar with 16 or more uppercase forms. Children demonstrate their familiarity
with print by identifying different print features and by interacting with a book in a real
reading context. The concept of word task measures children’s ability to point to the words in
a memorized rhyme. The PALS Pre-K also includes a name-writing task. PALS Pre-K has
concurrent and predictive validity with correlations of 0.82 for developmental reading
assessment.
Based on the results of assessments for over 6,000 children, the PALS Pre-K
developers created a metric for each domain with the following groupings: “Below
Developmental Level,” meaning that children who score in this range will not have the prerequisite abilities to master kindergarten and elementary learning; “Within Developmental
Level,” meaning that children who score in this range will be able to master kindergarten
learning; and “Above Developmental Level,” suggesting that children who score in this
range are developmentally advanced for their chronological ages.
The PALS Pre-K was administered in the fall and spring as a pre- and post-test to the
4-year-old children and children eligible for kindergarten in the CARES classrooms. Each
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section of PALS Pre-K were analyzed using the methods described. The following sections
comprise the full assessment.
Name writing. All children were asked to scribe their first name.

The results are

summarized by the number and percentage of children whose scores were below the
Developmental Level (Below DL) and the number and percentage of children whose scores
were within the Developmental Level (Within DL).
Alphabet knowledge. Alphabet knowledge means recognizing upper and lower case
letters; associating letters with sounds; and understanding the uses of writing.
Upper case alphabet letters. The PALS Pre-K range prescribed as necessary for fouryear-olds who will be entering kindergarten, and children who recognize 12 to 21 letters are
considered to be at the Within Developmental Level. The results of this PALS Pre-K section
are grouped as Below DL (scores of 0-11), Within DL (scores of 12-21) and Above DL
(scores of 22-26).
Lower case alphabet letters. The Lower Case Letter Alphabet Recognition measure
requires the child to name lower case letters, which are presented on a page in random order.
To be administered the Lower Case Alphabet Recognition portion of the PALS Pre-K, the
child must have scored 16 or more correct responses on the Upper Case Alphabet
Recognition measure (Manz, et al., 2006). The results of this section are grouped by four
categories: N/A, which is the number of children who were not administered this section
because they did not score 16 on the Upper Case section, Below DL or a score of 0-8, Within
DL or a score of 9-17, and Above DL or a score of 18 or higher.
Letter sound recognition. Hearing words with different beginning sounds helps
children make the connection between sounds and letters. To participate in this portion of
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the assessment, the child must score 9 or more correct out of 26 possible responses on the
Lower Case Alphabet Recognition measure. The results of the assessment are grouped in a
similar pattern as the Lower Case assessment and include four categories: N/A, which is the
number of children who were not administered this section because they did not score 9 or
more on the Lower Case section, Below DL or a score of 0-3, Within DL or a score of 4-8,
and Above DL or a score of 9-10.
Sound, word, and rhyme awareness. The remaining components of the PALS-Pre-K
assessment tool are related to sound, word, and rhyme awareness and include the following
components: beginning sound awareness, print/word awareness, rhyme awareness, and
nursery rhyme awareness.
Beginning sound awareness. The Beginning Sound Awareness task requires the child
to match pictures whose names begin with the same initial sound (/m/, /s/, and /b/) The
results are grouped, as Below DL (scores of 0-4), Within DL (scores between 4-6) and
Above DL (scores 9-10).
Print word awareness. The Print Word Awareness measure requires the child to
locate print on the page of a nursery rhyme book as indicated by the assessor. For example,
the child is asked to find two words in the title of the book that are the same and to point to
the smaller word (HEROES, Read to Succeed, 2006). The score categories include Below
DL (0-6), Within DL (7-9), and Above DL (10).
Rhyme awareness. The Rhyme Awareness measure requires the child to choose a
rhyming word match for a target picture from three possible choices. The results are grouped
in three levels: Below DL (a score of 0-4), Within DL (a score of 5-7), and Below DL (a
score of 8-10).
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Nursery rhyme awareness. The Nursery Rhyme Awareness measure requires the
child to supply the missing rhyming word for relatively well-known nursery rhymes (e.g.,
“Jack and Jill” and “Jack be Nimble”) that are presented orally by the examiner. There are
only two categories of scores for this section: Below DL (0-5 points) and Within DL (6-10
points).
Summary of subtest use. Although data from each of the subtests were collected
from all eligible students, the data were often incomplete. This was due largely to student
mobility. For this reason, upper case alphabet letter identification was the only portion of the
PALS PreK that was utilized in the final analysis of this study.
Peabody Picture Vocabulary Test: Third Edition (PPVT-III) Results
The PPVT-III is widely used to measure receptive vocabulary and as a screening tool
for verbal ability. It is an individually administered, norm-referenced instrument that has two
parallel forms (PPVT III-A and PPVT III-B) for reliable testing and retesting. During
administration, the student is presented with a four-picture plate as the examiner says a
stimulus word that corresponds to one of the pictures in the plate. The student responds by
pointing to one of the pictures. Raw scores are converted to standard scores and a typically
developing student should receive a score of about 100. Scores between 85 and 115 are
considered within the average range of performance (Manz, 2006). The internal consistency
correlations are 0.92 to 0.98 and the criterion validity correlation to the Wechsler Intelligence
Scale for Children (WISC) is 0.92.
The PPVT-III was administered to the CARES and the comparison children by
trained assessors in order to assess children’s learning gains. Only CARES site data were
analyzed to assist in answering the research questions.
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Early Language and Literacy Classroom Observation
The Early Language and Literacy Classroom Observation Tool (ELLCO; Smith &
Dickinson, 2002) assesses the extent to which classrooms provide children optimal support
for their language and literacy development and identifies ways to better equip classrooms
and enhance teacher-child interactions to support language and literacy. ELLCO measures
14 elements of language and literacy, including teacher practices and classroom
environmental features.
The ELLCO Tool Kit has three components:


Literacy Environment Checklist (15–20-minute orientation to the classroom)



Classroom Observation and Teacher Interview (observation and interview)



Literacy Activities Rating Scale (10-minute book reading and writing summary).
Literacy environment checklist. The Literacy Environment Checklist comprises

three dimensions within the Book Category (Book Area, Book Selection, and Book Use) and
two dimensions within the Writing Materials Category (Writing Materials and Writing
around the Room). The maximum points for this section are 41.
Classroom observation. The Classroom Observation focuses on literacy instruction.
The rating scale contains 14 items that are divided into two categories: General Classroom
Environment (items 1-7) and Language, Literacy, and Curriculum (items 8-14). The rating
scale consists of a Likert-type scale (1-5), with 5 representing exemplary/strong evidence, 3
representing basic/some evidence, and 1 representing deficient/minimal evidence. The
teacher interview is conducted after the classroom observation to clarify necessary items on
the observation rating scale. The total possible score is 60. For research purposes, the
ELLCO Classroom Observation scales were combined to create three summary variables: (a)
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General Classroom Environment subtotal; (b) Language, Literacy, and Curriculum subtotal;
and (c) Classroom Observation Total score.
Literacy activities rating scale. The last component of the ELLCO is the Literacy
Activities Rating Scale. This scale is used to assess the frequency and length of nine specific
literacy activities, which are divided into two categories: Book Reading and Writing. Items
are scored as yes (1) or no (0). Additional items related to duration and frequencies are
scored on a scale ranging from 0 to 2, with 2 representing the highest frequency or duration.
Some of the literacy behaviors are actions taken by the teacher and some are actions taken by
the students. The total possible score for the Literacy Activities Rating Scale is 13.
The Early Language and Literacy Classroom Observation (Smith 2002) is used to
measure the language and literacy practices of preschool classrooms. The ELLCO is
composed of three interdependent research tools: the literacy environment checklist, which
summarizes the organization and contents of the classroom, the classroom observation and
teacher interview, which gathers objective ratings of the quality of the language and literacy
environment of the classroom, and the literacy activities rating scale, which summarizes
information on the nature and duration of observed literacy activities. The manual reported
high internal consistency with alphas ranging from 0.73 to 0.90 across subscales.
Curriculum Fidelity Checklist
Open Court Reading (OCR) is the core language and literacy curriculum that was
used in all of the CARES ERF classrooms. All of the ERF teachers implemented 7 OCR
units by the end of the school year. Two parallel implementation fidelity checklists were
developed by the evaluators in collaboration with the CARES staff to determine if the ERF
teachers were implementing the curriculum as intended. The items on the checklist were
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based on the OCR curriculum, dialogic reading strategies, differentiated instruction, quality
environments, and other dimensions of effective scientifically based reading research
(SBRR) practices introduced to staff through professional development, coaching, and study
groups. Teachers and Mentor-Coaches (MLC) independently rated implementation fidelity
in six curriculum implementation areas using a 5 point scale (See Appendix C).
Teacher perception survey. Teachers were assessed by their mentor-coach during
typical daily classroom routines. The assessments were analyzed using the 11 items on the
teacher interaction and language rating scale. The items were organized in three areas: child
centered strategies (wait and listen, follow the child’s lead, join in and play, and face to face);
interaction promotion strategies (questioning, verbal turn taking, scanning); and language
promotion strategies (imitating, labeling, expanding, extending). The items are rated on a
seven-point scale, with 1 = were never,” 5= frequently, and 7=consistently.
Mentor coach/ teacher survey. Developed with reference to the literature on
professional learning teams (Jolly, 2005), the Mentor Coach/Teacher Survey was designed to
elicit Literacy Mentor Coach (LMC) and teacher perceptions of the teacher’s knowledge,
performance, skills, and attitudes. The LMC and teacher were asked the same questions.
Each of the 10 teachers completed a survey and each of the three LMCs completed a survey
that reflected their perceptions of the teachers with whom they worked. Therefore, there are
10 sets of teacher responses and 10 sets of LMC responses, one set for each teacher.
Perceptions of mentor coach benefits for teachers. The survey asked teachers and
coaches, “How successful have you and your teacher been with each activity listed below?”
The survey provided a list of activities and a rating scale that measured the range of
perceptions from not at all to a great deal.
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Perceptions of the mentor coach’s influence on teacher pPractices. The Mentor
Coach/Teacher Survey asked for a response, “Based on your experiences with your LMC
(teacher), rate the following items.” The survey provided a list of items representing
improvements to teachers’ skills and a rating scale that ranged from not at all to a great deal.
Teachers’ satisfaction with work environment including mentor coaches. The Mentor
Coach/Teacher Survey asked for a response, “Rate the extent you agree or disagree with each
of the following statements.” The rating scale ranged from strongly disagree to strongly
agree.
Professional development training logs. All teachers and paraprofessionals in the
CARES Early Reading First classrooms regularly engaged in ongoing professional
development and had access to course work (See Appendix D). Although the focus of
professional development was on what teachers need to ensure all children’s learning, the
program continued to build knowledge in scientifically based reading research practices and
to support teachers in effectively meeting the diverse needs of all children, including children
with disabilities. Examples of professional development opportunities included:


Lea McGee’s Training on Transforming Preschool Practices



Open Court Training with Marsha Roit



Conscious Discipline Training



Hanen Professional Development Series: Learning Language and Loving It



Gretchen Owocki’s Writers Workshop



Jump Start Brain-based Program



Word-Play-Time for the Tier 2 program



Science and Literacy Workshop
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David Dickinson’s Oral Language Training



Already Ready Nurturing Writers



cc.net New Teacher training



Summer Institute (3 days focusing on CLASS and High Quality Dramatic Play with
Lea McGee)
Teachers’ professional development is a critical component of the Early Reading First

program because the program bedrock is scientifically based language and literacy
instruction and teachers must have continuous access to the theories and their applications,
scientifically based reading research instructional practices and classroom environments and
materials. The Children Acquiring Essential Reading Skills professional development for
teachers included a formal program of didactic professional development sessions and the
LMC mentoring and support. The Teacher Survey collected information on teachers’
perceptions of the quality and utility of these professional development activities.
Teachers reported on their perceptions of the impact of the professional development
program on specific skills in terms of low, medium, or high levels of change. The Teacher
Survey also inquired about teachers’ perceptions of their satisfaction with their Mentor
Coach. The response categories are grouped in three areas: relationship with coach; quality of
the relationship; and impact of the relationship.
Participants
The participants were selected as a purposeful sample because all students were
enrolled in programming. Each student’s data were used as they represent each of the
preschool classrooms represented at each Early Reading First site. The sample consisted of
173 students, representative of all classrooms in both school and community settings, who
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completed three of four literacy acquisition pre- post-tests of the Pals PreK Upper Case
Identification and the Peabody Picture Vocabulary Test (Creswell, 2003).
This study obtained data from one Early Reading First Program in a rural district in
northern Michigan. The district comprised approximately 2000 students in grades prekindergarten through twelfth grade and consisted of one high school, one middle school, two
elementary schools, and one alternative school. Within this district, preschool classrooms are
located in each of the elementary schools, the alternative high school, and one community
site based at the local hospital. One building offered pre-school through third grade and
offered four options for each child’s preschool year: a Head Start classroom, Great Start
Readiness Program classroom, Early Childhood Special Education classroom, and a tuitionbased program. One building offered pre-school through fifth grade and offered just the
Great Start Readiness Program classroom. The alternative high school offered an extended
day Head Start classroom. The hospital-based program offered a single tuition-based
program. Table 5 represents the highest number of classrooms that were available in each of
the physical locations served by the ERF grant.
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Table 5
Classroom Type and Location
Location

Head Start

Great Start
Readiness
Preschool
(GSRP)

Early Childhood
Special Education
(ECSE)

Tuition

Building #1

1

2

3

1

Building #2
Building #3

1

1

1

Building #4

1

The use of this purposeful sampling style, criterion sampling, was to gain the most
complete picture of the activities and outcomes that were initiated by this grant. “The point
of criterion sampling is to be sure to understand cases that are likely to be information-rich
because they may reveal major system weaknesses that become targets of opportunity for
program or system improvement” (Patton, 1990, p. 22). By not excluding any of the student
achievement data and by assuring that each staff member participated in the research assured
a sense of quality for the data collected.
The sample for this study comprised all of the preschool students with the available
specified data sets related to literacy acquisition in each site. The students and their
respective classrooms are shown in each of the programs for years 2006-2010, as shown in
table 6. Early Reading First averaged a total of 178 children served per year. Attendance in
all programs was voluntary, and children could drop or be dropped from programming
throughout the program year. At any given time, the individual program and total figures for
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the service year may be lower due to children dropping out of the service. A total of 173
students were included in the final analysis.
Table 6
Children Attending CARES Programming 2006-2010
Program

2006

2007-2008

2008-2009

2009-2010

55
49
15
58
177

57
52
16
63
188

50
51
23
51
175

32
55
31
55
173

GSRP
Head Start
ECSE
Tuition
Total Students

The number of years of teaching experience and education level of each teacher
varied depending on individual classrooms. This independent variable was coded for each
student specific to the classroom teacher. Professional development was scheduled at
various times by topic and rates for each of the four years of programming. Table 7
represents the total professional development hours offered by the program by programming
year.
Table 7
Early Reading First Professional Development 2006-2010
Programming year

2006

2007-2008

2008-2009

2009-2010

133

156

Hours of Professional
Development Offered

78

137.5
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Legal and Ethical Concerns
The grant administrator, grant evaluator, and school district superintendent all
provided written consent for use of the student data used for this research study. A
request for Human Subjects Approval was granted by exemption by Eastern Michigan
University (See Appendix C).
The following safeguards ensured the protection of participants:


The contracted evaluator maintained control over all of the data.



The district allowed the investigator access to the data in an anonymous form so that
privacy of students and families was maintained.



The investigator held all information in the strictest confidence.

Validity and Reliability
Validity, generally associated with trustworthiness of inferences drawn from data
(Eisenhart & Howe, 1992), relates to the degree to which the study truly or accurately
measures what it is supposed to be measuring. Concepts of internal and external validity are
concerns of the researcher, as the specificity of the good internal design often comes at the
expense of generalizability.
Threats to internal validity refer to the procedures used by a researcher that could
limit the ability to draw inferences (Creswell, 2006). In this study, one threat to internal
validity is the sample population selection. Participants in this study included the entire
population of preschool students in one school district, a recipient of an Early Reading First
grant that met the predetermined data sets. Students were not randomly placed in each of the
classrooms; rather, families went through an extensive recruitment process to unearth family
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circumstance and potential risk factors that determined qualification criteria. Criterion
scores dictated the best placement for each child, whether a state or federally sponsored
classrooms. If a family failed to meet criteria, families would be directed to the tuition-based
programs, where they were able to choose either a school-based or community-based option
for their child’s placement.
The nonrandom nature of the placement of students was further underlined by
informal district and program policies in regard to student placement. These policies worked
to assure that classrooms have approximately equal numbers of boy and girls and comparable
numbers of high-, medium-, and low-achieving students, and similar numbers of children
who were identified as having good or poor behavior. All of these factors threatened the
internal validity of the data in this study.
External validity, or the ability of results of a study to be generalized to other
populations, must also be considered. Shaffer and Serlin (2004) asserted,
the assumption underlying sampling is that the results observed (the sample) are drawn in an
unbiased way from some larger population. “The statistical question is whether the
characteristics of the sample reflect characteristics that hold in general for the larger
population from which our sample was taken.” (p. 15)
It is this very specificity of a rural, northern, program-based grantee that will limit the
ability of others to be able to extrapolate the results. The generalizability of results will be
limited to other rural populations and comparable-sized districts, with similar demographics,
and similar classroom compositions.
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Research Methods and Data Collection
The Early Childhood Associates and the Warren Institute from Massachusetts was
employed as the external evaluation team for the Northern Early Reading First program.
They selected several research- and evidence-based tools and created additional tools to
effectively measure the literacy acquisition of preschool students in the programs. Although
their efforts and data collection were able to support statistically significant student growth in
each of the grant years, the research was not used to investigate the efficacy of the individual
program elements, nor has the data been analyzed to gain further information related to
student or teacher factors. The current data sets were reanalyzed to answer further questions
about the conditions that may have attributed to the literacy acquisition of the students
participating in the CARES programming.
Delimitations
This study was confined to a single district and community site in northwestern
Michigan, a rural district with enrollment of approximately 2000 students. Further, this
research is delimited to two elementary school sites, an alternative high school site, and one
community-based site. The preschool children total over 170 within that district.
Generalizability of the results will be delimited to other preschool sites with similar
populations, in this case, a rural setting with high poverty levels.
Further, the investigated program contained a strong component related to parent
engagement, and staffing included Family Literacy Coaches yielding additional supports and
benefits to the program participants. Because that component is not required in the Early
Reading First program, and limited data were collected on the impact of services related to
that component, the implications will not be discussed as part of this study.
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Limitations
The nature of the Early Reading First classroom constrained this study because the
students who participated in the program were not a random sample. Because risk criterion,
parents choice, and informal program policies determined preschool placement,
generalizations to other populations would be limited to those with similar classroom
composition options and similar early childhood grades.
Current accessible data, gathered only as a quantitative investigation, was a major
limitation for this study. Therefore, the impact of scientifically based reading practices was
based on one type of analysis and failed to include the impressions of program
administrators, coaches, teachers, and families. Much could have been gained by
conducting interviews or observations to add these data into the study.
Data Analysis
Quantitative methods were used in the investigation of the literacy acquisition of
students in Early Reading First classrooms utilizing the Statistical Package for the Social
Sciences (SPSS) version 14.0.1 for all data analyses. For investigative purposes, students
were grouped based on which type of Early Reading First classroom they attended for
preschool, and descriptive statistics explained the independent variables. Inferential statistics
helped to determine if children in the different classrooms showed similar or different levels
of preschool literacy acquisition.
Creighton (2007) asserted that “Quite simply, correlation is used to measure and
describe a relationship between two (or more) variables” (p. 32). For the purposes of this
study, correlation was the best method to determine if a relationship existed between each of
the independent variables: teacher practices, instructional content, classroom environment,
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student gender, socioeconomic status (SES), teacher experience, and a child’s reading
development.
The initial phase of analysis using correlation is important to determine whether a
positive or negative relationship exists and the strength with which each independent variable
correlated with the students’ literacy acquisition. Creighton (2007) stated, “…The correlation
is extremely important to know – because we can look further to investigate the reasons
why” (p. 34). The Pearson correlation coefficient, and a p value <.05, appropriate for social
science research, will be used to establish the significance of the correlations.
For those variables that showed a statistically significant correlation, an analysis of
covariance (ANCOVA) was conducted to show the type of relationships among the variables
and the relative strength of each. ANCOVA was appropriate because this study examined
seven variables related to early reading for the purpose of predicting outcomes, in this case of
acquisition of early reading skills. ANCOVA was utilized because two types of variables
were coded for the study: nominal, such as the independent variables of gender or SES, and
ratio, such as the dependent variables of student scores.
In addition, ANCOVA “allows for the comparison of group means on a dependent
variable after the group means have been adjusted on a relevant covariate variable” (Morgan,
Reichert, & Harrison, 2002, p. 63). For this study, many factors influenced children’s
literacy acquisition; thus, the correlation coefficient squared (r2) provided an accurate
estimate of the amount of variability for which each variable is responsible (Creighton,
2007). The ANCOVA model enabled conclusions to be drawn regarding which variables
influenced reading acquisition among preschool students, and allowed prediction about the
outcome of one variable based on another.
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Summary
A quantitative methodology was employed to investigate scientifically based reading
practices (SBRR) and preschool literacy acquisition. This research examined literacy
acquisition in preschool students using multiple measures over a period of multiple school
years. Ultimately, the research used descriptive statistics, correlations and a multiple
regression model.
This chapter discussed the tools used in the primary data collection and the research
questions. The purpose of Chapter 4 will be to report the results of this study, and Chapter 5
will be devoted to findings and conclusions.
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CHAPTER 4: RESULTS
The purpose of this study was to examine the non-evaluated components of a highperforming, grant-funded Early Reading First site in Northern Michigan to identify specific
program elements and student-related factors that contributed to students’ literacy acquisition
while in the program. Data from nine classrooms, Head Start, Great Start Readiness
Programs, and tuition-based school and community settings were gathered. The data were
related to teacher factors, the classroom environmental setting, and student demographic and
academic data for 173 students.
Early Reading First CARES Evaluation
The Children Acquiring Reading Essential Skills (CARES ERF) program was
required to provide an external evaluation as part of the federal grant award. Five primary
questions were addressed as part of the initial evaluation for this program related to the
implementation requirements of the grant. The Early Childhood Associates and Warren
Institute were charged with conducting research to answer
According to the CARES: Early Reading First Center of Excellence 2010 Evaluation
report (Warren, 2010), the goals throughout the 3-year grant period were met and exceeded.
In a fourth year, no-cost program extension, goals continued to be met, including intense
cohesive and connected professional development with weekly mentor coaching to ensure
fidelity of scientifically based reading research approach; enriched environments; quality of
teacher-child and parent-child language interactions (CLASS, Hanen, Dialogic reading); a
research- evidence-based pre k reading curriculum (Open Court); and progress monitoring to
guide instruction.
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Based on the positive evaluation, it was clear that this ERF site would be an excellent
source of additional information to better understand the contributions to the success made
by teachers, students, and programmatic elements. Table 8 displays the frequency counts
for selected teacher variables of education, years of experience, type and location of program.
Table 8
Frequency Counts for Selected Teacher Variables (N = 9)
Variable
Education

Category

n

%

High school
AA Degree
BA degree

1
2
6

11.1
22.2
66.7

2-4 years
10-20 years

5
4

55.6
44.4

Head start
Great start
Tuition-based

3
3
3

33.3
33.3
33.3

Elementary school
Other type of school
Community

6
1
2

66.7
11.1
22.2

Experience

Type of Program

Location of Program

Table 9 displays the frequency counts for selected variables based on student-level
data. Two years of school data were gathered: 2008-2009 and 2009-2010. Most of the
teachers had BA degrees; about half had limited experience and half had extensive
experience. Student enrollment, with slightly more girls than boys, was equally divided
between the three types of programs; however a high percentage of students attended
preschool at an elementary school. Using criteria of 11 uppercase letters (Head Start
Performance Standards, AIMSweb), nearly half of the students met that standard at pretest
and a high percentage met that standard at posttest.
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Table 9
Frequency Counts for Selected Variables Based on Student Level Data (N = 173)
________________________________________________________________________
Variable
Category
n
%
Year
2008-2009
2009-2010

78
95

45.1
54.9

High school
AA Degree
BA degree

16
25
132

9.2
14.5
76.3

2-4 years
10-20 years

85
88

49.1
50.9

Head start
Great start
Tuition based

51
69
53

29.5
39.9
30.6

Elementary school
Other type of school
Community

144
14
15

83.2
8.1
8.7

Male
Female

79
94

45.7
54.3

Below standard
At or above standard

92
81

53.2
46.8

Below standard
At or above standard

31
142

17.9
82.1

Education of the Teacher

Experience of the Teacher

Type of Program

Location of Program

Gender of the Student

Passing Score on Upper Case - Pretest

Passing Score on Upper Case - Posttest

Table 10 displays the descriptive statistics for selected variables. Students ranged in
age from 40 to 61 months. This table also includes descriptive statistics for the three Early
Language and Literacy Classroom Observation (ELLCO) scores and hours of teacher
participation in professional development each year. In addition, the typical student gained an
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average of 1.42 points on the Peabody Picture Vocabulary Test (PPVT) and an average of
9.97 uppercase letters.
Table 10
Descriptive Statistics for Selected Variables (N = 173)
___________________________________________________________________________
Variable
M
SD
Low
High
Student Age in Months from Birthday to Cut-off Date

52.94

4.29

40.00

61.00

ELLCO Environment Checklist

34.01

4.09

25.00

39.00

ELLCO Classroom Observation and Teacher Interview

56.64

5.09

50.00

63.00

9.66

0.87

8.00

11.00

Hours of Professional Development that Year

104.31 20.86

69.00

128.00

PPVT Pretest

104.34 11.48

68.00 139.00

PPVT Posttest

105.76 10.57

75.00 135.00

ELLCO Literacy Activities Rating Scale

Gain in PPVT

1.42 10.56 -28.00

37.00

Uppercase Pretest

10.50

9.31

0.00

26.00

Uppercase Posttest

20.47

7.89

0.00

26.00

9.97

7.54

-1.00

26.00

Gain in Uppercase Letters

Research Questions and Findings
Research Question 1. How are teacher factors related to early literacy acquisition of
prekindergarten students?
Table 11 displays the results of the Pearson product-moment correlations between the
three teacher factors and eight measures of early literacy acquisition. Five of the 24 resulting
correlations were significant. Specifically, the teacher’s level of education was positively
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correlated with the PPVT posttest score (r = .23, p < .005) and gains in the student’s PPVT
score (r = .16, p <.05). In addition, the teachers amount of experience was positively
correlated with the PPVT pretest score (r = .14, p <.05) but negatively correlated with gains
in the student’s PPVT score (r = -.16, p <.05). The teacher’s hours of professional
development was negatively correlated with their students achieving the uppercase letter
standard at posttest (r = -.15, p <.05). In the case of the negative correlation, more
professional development correlated with lower student scores. A possible explanation is
that teachers were able to opt in for a variety of professional development opportunities.
Senior staff members often opted to participate in fewer hours, but had many more years of
experience cumulatively in professional development and direct classroom experience.
Additionally, all staff were required to participate in a substantial amount of training during
the course of the grant. Potentially, the required training hours may have met a threshold to
support high levels of student literacy acquisition.
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Table 11
Pearson Product-Moment Correlations for Teacher Factors with Early Literacy Acquisition
(N = 173)

Professional
Factor

Education

PPVT Pretest

Experience

.07

Development

.14 *

-.08

.00

-.10

**
PPVT Posttest

.23 *

PPVT Gain a

.16 *

-.16 *

-.01

Uppercase Pretest

-.08

.13

.04

Uppercase Posttest

.02

.13

-.06

Gain in uppercase a

.11

-.02

-.11

-.01

.13

.09

.04

.11

Pass Uppercase - Pretest
Pass Uppercase Posttest

-.15 *

a

Gain = Posttest score minus pretest score.
* p < .05. ** p < .01. *** p < .005. **** p < .001.
Research Question 2. How are student factors related to early literacy acquisition of
prekindergarten students?
Table 12 displays the results of the Pearson product-moment correlations between the
three student factors and eight measures of early literacy acquisition. Seven of the 24
resulting correlations were significant. Specifically, students from a higher socioeconomic
family had higher PPVT pretest scores and posttest score(r = .25, p <.001) and were more
likely to meet the uppercase letter standard at pretest (r = .20, p <.01). Male students had
significantly more gain in their PPVT scores (r = -.15, p <.05). Older students had higher
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uppercase pretest (r = .27, p <.001) and posttest (r = .24, p < .005) scores and were more
likely to have achieved uppercase letter standard at pretest (r = .17, p <.05).
Table 12
Pearson Product-Moment Correlations for Student Factors with Early Literacy Acquisition
(N = 173)
Factor

SES

PPVT Pretest

.25 ****

PPVT Posttest

.13

PPVT Gain b

-.14

Student
Gender a
.13

Student Age

-.01

-.11

-.15 *

-.01

-.09

Uppercase Pretest

.12

.03

.27 ****

Uppercase Posttest

.02

.04

.24 ***

Gain in uppercase b

-.12

.00

-.08

Pass Uppercase - Pretest

.20 **

.07

.17 *

Pass Uppercase - Posttest

.00

.03

.20

a

Gender: 1 = Male 2 = Female.
Gain = Posttest score minus pretest score.
* p < .05. ** p < .01. *** p < .005. **** p < .001.
b

Research Question 3. How are classroom environment factors related to early literacy
acquisition of prekindergarten students?
Table 13 displays the results of the Pearson product-moment correlations between the
four classroom environment factors and eight measures of early literacy acquisition. Fourteen
of the 32 resulting correlations were significant with the two strongest correlations being
gains in uppercase letters with the ELLCO classroom observation and teacher interview score
(r = .34, p <.001) and gains in uppercase letters with the ELLCO literacy activities score (r =
.30, p <.001).
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Table 13
Pearson Product-Moment Correlations for Environment/Classroom Factors with Early
Literacy Acquisition (N = 173)
ELLCO Scores a
Two
Three
Location b
-.19
**
-.28 ****
-.03

Factor
PPVT Pretest

One
-.15

PPVT Posttest

.07

PPVT Gain c

.23

***

.25

****

.25

****

.06

Uppercase Pretest

-.19

**

-.22

***

-.22

***

-.03

Uppercase Posttest

.03

Gain in uppercase c

.27

Pass Uppercase - Pretest
Pass Uppercase - Posttest
a

*

.04

-.06

.07
****

.03

.03

.07

.34

****

.30

****

.12

-.12

-.23

***

-.19

*

-.04

.08

.11

.06

.03

ELLCO: One = Environment Checklist; Two = Classroom Observation and Teacher Interview;

Three = Literacy Activities.
b

Location: 0 = Other location; 1 = Elementary school.

c

Gain = Posttest score minus pretest score.

* p < .05. ** p < .01. *** p < .005. **** p < .001.

Research Question 4. How are teacher, student, and classroom factors related to early literacy
acquisition of prekindergarten students?

Tables 14-17 display the results of the relevant multiple regression models. For these
four models, stepwise multiple regression was used instead of standard multiple regression
due to the strong correlations among the independent variables (multicollinearity).
Table 14 displays the results of the stepwise multiple regression model predicting the
gain in PPVT scores based on selected variables. The final two variable model was
significant (p = .001) and accounted for 9.1% of the variance in the dependent variable.
Inspection of the beta found gains in the PPVT scores to be higher with higher ELLCO
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classroom observation and teacher interview scores (β = .26, p = .001) and for male students
(β = -.16, p = .03).
Table 14
Prediction of PPVT Gain Score Based on Selected Variables. (N = 173)
β

Variable

B

SE

p

Intercept

-24.27

8.82

ELLCO-Classroom Observation and Teacher Interview

0.55

0.15

.26

.001

Gender a

-3.47

1.55

-.16

.03

.007

Final Model: F (2, 170) = 8.50, p = .001. R2 = .091. Candidate variables = 10.
a

Gender: 1 = Male 2 = Female.
Table 15 displays the results of the stepwise multiple regression model predicting the

PPVT posttest score based on selected variables. The final two variable model was
significant (p = .001) and accounted for 33.2% of the variance in the dependent variable.
Inspection of the beta weights the PPVT posttest scores to be higher with higher PPVT
pretest scores (β = .53, p = .001) and for students who had teachers with more education (β =
.19, p = .003).
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Table 15
Prediction of PPVT Posttest Score Based on Selected Variables. (N = 173)
β

Variable

B

SE

p

Intercept

46.24

6.51

PPVT Pretest

0.49

0.06

.53

.001

Education

3.16

1.04

.19

.003

.001

Final Model: F (2, 170) = 42.33, p = .001. R2 = .332. Candidate variables = 11.

Table 16 displays the results of the stepwise multiple regression model predicting the
gain in uppercase letters based on selected variables. The final one variable model was
significant (p = .001) and accounted for 11.5% of the variance in the dependent variable.
Inspection of the beta weights found gains in uppercase letters to be higher with higher
ELLCO classroom observation and teacher interview scores (β = .34, p = .001).
Table 16
Prediction of Uppercase Letters Gain Score Based on Selected Variables. (N = 173)
Variable

B

SE

Intercept

-18.57

6.07

0.50

0.11

ELLCO-Classroom Observation and Teacher Interview

β

p
.003

.34

.001

Final Model: F (1, 171) = 22.31, p = .001. R2 = .115. Candidate variables = 11.
Table 17 displays the results of the stepwise multiple regression model predicting the
uppercase letter posttest scores based on selected variables. The final three variable model
was significant (p = .001) and accounted for 45.0% of the variance in the dependent variable.
Inspection of the beta found the uppercase letter posttest score to be higher with higher
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uppercase letter pretest scores (β = .66, p = .001), higher ELLCO classroom observation and
teacher interview scores (β = .25, p = .001) and for students who had teachers with more
experience (β = .12, p = .04).
Table 17
Prediction of Uppercase Letter Posttest Score Based on Selected Variables. (N = 173)
β

Variable

B

SE

p

Intercept

-10.28

6.04

Uppercase Pretest

0.56

0.05

.66

.001

ELLCO-Classroom Observation and Teacher Interview

0.39

0.09

.25

.001

Teacher experience

0.96

0.47

.12

.04

.09

Final Model: F (3, 169) = 46.03, p = .001. R2 = .450. Candidate variables = 11.
Summary
This study investigated non-evaluated components of a high-performing ERF site in
an attempt to discover specific program elements and student-related factors that contributed
to students’ literacy acquisition. Across the ten teacher, student, and classroom environment
factors, those most closely related to PPVT gains in the number of uppercase letters were the
three ELLCO scores (Table 13).
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CHAPTER 5: CONCLUSIONS AND RECOMMENDATIONS
Discussion of Findings
The purpose of this study was to investigate non-evaluated components of a highperforming Early Reading First site in an attempt to discover specific program elements and
student related factors that contributed to students’ early literacy acquisition in the program.
Data for nine teachers and 173 students were gathered. Specifically, this study used the tools
and data supported by the CARES program evaluators to further analyze existing data to
address the research questions:
Q. 1. How are teacher factors (education, experience, professional development) related
to early literacy acquisition of prekindergarten students?
Teacher factors related to education, professional development, and coaching yielded
no significant differences for the students participating in the project. Although these factors
were addressed in the Early Reading First legislation as important characteristics of
successful programs (NCLB, 2001; ERF 2001). As discussed in Chapter 2, effective
professional development for teachers included meeting teachers where they are (Poglinco &
Bach, 2004), an ongoing and sustained effort (Taylor et al., 2004), a focus on children’s
performance and outcomes (Darling and Hammond, 1997) high level conversations that
encourage reflection on practice (Guiney, 2001, Harwell-Kee, 1999), and strong program
level leadership.
Q. 2. How are student factors (program, gender, age) related to early literacy acquisition
of prekindergarten students?
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Child factors related socioeconomic status and gender did not yield differences in
literacy acquisition for students in the project. All students from each setting and
background made progress in the CARES program. Children’s early literacy and language
achievements are relatively malleable in the preschool years (Lonigan et al., 1998) helping to
explain an overall positive effect on all children. Early experiences, including those in
preschool establish the architecture of the brain and developmental trajectories for the
learning, behavior and health of individual populations (McCain et al., 2007).
Q. 3. How are classroom environment factors (print rich environment, physical location)
related to early literacy acquisition of prekindergarten students?
According to this study, the physical location of the classroom had no impact on
student literacy acquisition. The current legislation for Great Start Readiness Preschools
mandated that 30% of sites selected should be private operating partners, allowing nonschool providers to offer early learning opportunities. This research supports the notion that
quality is the primary indicator for student success, and that success can happen in schools
and other licensed settings.
The strongest correlations were found related to Early Language and Literacy
Classroom Observations (ELLCO) and teacher interview scores. These data focus on print
rich environments and teacher understanding of their role in literacy instruction. Children’s
awareness of forms and functions of literacy is an important predictor of later school success.
When children are surrounded with books, print, familiar signs and labels, they build a
foundation for early literacy acquisition. (Gundlach, McLane, Scott, & McNamee, 1985).
Q. 4. How are teacher, student, and classroom factors related to early literacy acquisition
of prekindergarten students?
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Across the ten teacher, student, and classroom environment factors, the factors most
closely related Peabody Picture Vocabulary Test (PPVT) gains in the number of uppercase
letters were the three Early Language and Literacy Classroom Observation (ELLCO) scores
(Table 13). As discussed in Chapter 3, the ELLCO scores are listed under environment as it
relates to literacy, but the areas measured are strongly related to teacher literacy efficacy
related to classroom arrangement, length of time spent on book reading and writing, and
teacher interview discussion related to pedagogy related to literacy instruction.
Implications for Practice
This research should stimulate leaders in the field of education to review their current
practices as they relate to early childhood education. If a local school district is currently not
operating a high quality preschool program and does not actively collaborate with
community partners to assist in gaining access to early services for children, this research
may be a call to action to initiate this work.
The availability of existing Head Start grants, Great Start Readiness Preschool funds,
Federal Title funds, and state aid at-risk funding provide a variety of opportunities for
districts to positively influence children before they become kindergarten age-eligible. Great
opportunities exist for leadership at the district and building level to champion this issue for
children in their community. Although students do not formally enter a district until they are
age 5 on or before the fall cutoff date, there are great advantages to supporting these eager
young learners to guarantee a quality start to their formal educational process.
All intermediate school districts in the State of Michigan have an Early Childhood
Contact who can help educational leaders navigate the process toward becoming more
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involved in preschool services. This may be a practical first step for a leader wanting to
know more about community partners and available resources.
For educational leaders who are currently engaged in the work of early childhood
education, this study provides an opportunity to re-evaluate and assess how their current
programs operate. Although high quality programs for our youngest learners seem to offer
numerous benefits, it is important to remember that quality matters. Additional early
childhood educational opportunities do not lead to an automatic increase in student success.
It is important to remember that not all programs will see significant gains in student
achievement; only those programs that understand and consistently execute quality elements,
will benefit from this focus on young learners (National Research Council 1998; Hart &
Risley, 1995; 1999; NICCHD, 2006).
Educational leaders need to know what is important in an early childhood classroom,
and then support a continuous improvement cycle to ensure the intended results are
produced. Understanding quality program measures, screening instruments, and child
growth assessments for early childhood education settings will allow a principal to more
effectively support preschool classrooms.
Further, the central role the teacher plays should not be minimized. The teacher in
the classroom will set the tone for success for students in the pursuit of early literacy
acquisition. Excellent opportunities to access high quality materials and ongoing training
and support will cement the literacy efficacy of preschool teachers. Educational leaders can
be supportive by budgeting adequate funding for these programs, supporting peer learning
and supporting opportunities including professional learning communities with other
preschool teachers and vertical aligned teams of kindergarten and first grade teachers.
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Recommendations for future research
For the field of early childhood education, continued study of best practice
approaches to understanding early literacy acquisition is important as we continue to gain
understanding about how young children can and do learn in response to environmental and
teacher interactions. In this study, the existing data for both coaching and curriculum
implementation were constants in each of the sites; although these data were collected, they
were not used as part of the final analysis, as they were not able to provide any level of
differentiation. The possible positive effects related to curriculum and coaching revealed in
the literature suggested that more research should focus on collecting more sensitive
measures about the fidelity of implementation in early learning environments (Justice &
Ezell, 2002; Lonigan et al., 1999; Reid & Lienemann, 2006; Wasik et al., 2006; Joyce &
Showers, 1983; Shanklin, 2006).
Further, given that this study found correlations in gains related to the ELLCO
factors, more research is needed to understand how to best support teachers in providing high
quality literacy opportunities for all young learners. Because teacher literacy activities and
environment seem to be contributing factors to overall early literacy success, a focus on this
research will be important.
Data comparisons as children continue through the k-12 educational system will help
understand the staying power that early learning opportunities provide for young children.
Although early childhood programming is a powerful intervention, it is not meant to be a
panacea for all issues surrounding a young child. Examining data as children progress into
early elementary school is important, as early childhood advocates press for additional
funding for programs.
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Methods Enhancements
Research related to literacy acquisition could be strongly improved by utilizing
additional subtests found in the existing data sets. While the absence of consistent measures
made that impossible to include in this study, rhyme, alliteration, sounds, and other early
indicators could provide new insights to the acquisition process (Miller, 2005). A standard
process of student testing should be sought to eliminate gaps in information about a student’s
achievement.
Further, the two measures used in quantifying the growth in early literacy acquisition
provided some challenges. Using uppercase letter knowledge is helpful, as it can be used to
compare to National Head Start Performance Standards and Kindergarten Fall Benchmarking
with AIMSweb; however, the measure has a formal ceiling of 26. Because children could
not demonstrate more advanced learning mastery around letter knowledge, the measure was
somewhat inadequate.
Additional data collection in the Early Childhood Special Education classes would
have offered more information about the efficacy of literacy instruction for our youngest
learners with known disabilities. The gaps in information led to the exclusion from this study
of many of the students. Understanding the learning trajectories for these at-risk learners is
critically important if the aim is to best support all learners.
Policy Recommendations
The literature review and the results from this dissertation, coupled with findings
from the evaluation group supporting this Early Reading First site, clearly indicate a need to
further support activities for high quality preschool opportunities (Rolnick & Gruenwald,
2003; Smith & Tisdale, 2011). As a long term vision, universal preschool opportunities
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could be a likely conclusion. At the national and state level, additional funding opportunities
should be leveraged, and more children should be served in these high quality programs,
especially those who are at great risk for failure (Douglas-Hall & Chau, 2008).
Currently in our State of Michigan, the executive recommendations on the budget for
Great Start Readiness Preschool programs include a $130 million dollar increase over a twoyear period. For the upcoming year 2013, $65 million has been secured with legislative
intent to deliver on the governor’s proposal. The addition of this funding to the GSRP line
item is a 60% increase in funds, and will serve an estimated 10,000 young Michiganders. At
the same time, federal funding is being cultivated to support universal early childhood
education and programming. It may be the perfect fiscal storm to procure meaningful
opportunities for families, as long as continued sequestration cuts don’t force massive Head
Start and Early On cutbacks.
With these positive funding opportunities on the horizon, it is important to remember
that there is still much to be done to secure funding. In Michigan, a cohort grade is funded at
approximately one billion dollars. Receiving the proposed increases still keeps early
childhood funded at 25% of a similar population set in the k-12 system. Advocacy for early
childhood educational funding is essential to providing access to much needed high quality
preschool for more children and families.
Practitioner Recommendation
The findings of this study and the literature review indicated that it is important for
early childhood directors and educational leaders to be thoughtful about supports they may
be able to provide to teaching staff and parents about early literacy. Focusing on
environments and teacher literacy activities can be an effective way to promote success for
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young learners. With the adoption of the common core and high-stakes literacy knowledge
required as part of the kindergarten year, early childhood advocates may become more
important than ever in providing developmentally appropriate and literacy supportive
practices to young children, setting a critical foundation for children prior to the start of their
formal educational journey.
Developmental appropriateness is critical to keep in mind as we look at the best way
to instruct young children. Best practices would dictate that much of the work of teachers
would be child-initiated and play-based. Teachers would support literacy learning
trajectories by intentionally scaffolding skills for children in their classroom.
Summary
This study examined a successful Early Reading First site and investigated the
specific components that were implemented over the operating period of the ERF grant.
Environmental factors from the Early Language and Literacy Classroom Observation
(ELLCO) related to teacher literacy efficacy within the classroom were an important factor in
child literacy acquisition for children participating in the project.
Early childhood education can offer powerful equalizing opportunities to young
children prior to entering the formal school system. A focus on placing students in quality
environments with effective teacher interactions in those environments will yield the greatest
results for children. Educational leaders can and should work to understand how to best
support children and families prior to kindergarten entry. The earliest years of development
are critical to later school success. The best way to ensure that a child does not need a large
amount of catch-up activity is to provide rich early learning experiences before they come to
their local elementary school.
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APPENDIX A: Classrooms, Teachers, and Children Participating in the Program

Admin

Teacher

2006-2007 2007-

2008-

2009-

2008

2009

2010

School #1
Classroom

GSRP 1

1

18

18

16

16

GSRP 2

2

18

18

Teacher 7

Teacher 7

16

16

A
Classroom
B
Classroom

Head Start

3

17

17

17

17

C

1

Classroom

Tuition 1

4

27

29

36

26

ECSE 1

5

15

16

23

23

ECSE 2

14

X

x

x

8

Classroom

Head Start

6

16

16

Teacher11 Teacher

F

2

D
Classroom
E
Classroom
K
School #2

16

11 17

School #3

92

Classroom

GSRP 3

7

19

21

G
Classroom

Teacher12 X
18

Tuition 2

8

13

16

X

X

Classroom

Head Start

9

16

19

18

21

I

3

10

18

18

16

Teacher13

H

Community
Based #1
Classroom

Tuition 3

J
*Total

15
177

188

160

156

Students have the opportunity to drop and add of the course of the year. At any given time, the student
count may be lower than what is represented in the total count

93

Appendix B: Kalkaska County Demographics
Indicator

Data Source

Michigan Rates

Kalkaska
County
23.4%
78/83

Confirmed Victims of Child Abuse and
Neglect

Published in Kids Count
MI Data Book 2007
www.kidscount.org

11.4%

Abused Children 0-5

Published in Kids Count
MI Data Book 2007
www.kidscount.org

State Avg. 1.5%

3.0%

Children In Out-of-Home Care for abuse
and neglect and or delinquency

Published in Kids Count
MI Data Book 2007
www.kidscount.org

Abuse and neglect:
6.6%
Delinquency: 0.9

Abuse and Neglect:
7.7% or 74/82

Neglected Children 0-5

Published in Kids Count
MI Data Book 2007
www.kidscount.org

State Average:
13.0%

25.9%

Infant Mortality (per 1,000)

Published in Kids Count
Data Book 2007
www.kidscount.org

8.0%

8.7%
35/54

Free and Reduced Lunch
(Family income for eligible students is
185 percent poverty level.

Published in Kids Count
MI Data Book 2007
www.kidscount.org

38.1%

52.4%
State Ranking
72/82

Average wage per job

Published in Kids Count
Data Book 2007
www.kidscount.org

$40,605

$32,370

Rate of Unemployment

Published in Kids Count
MI Data Book 2007
www.kidscount.org

7.4% as of 11/07

7.7%

Children born to single female head of
household with Children under 5 years

Published in Right Start
2006
www.milhs.org
Kids Count Data Book
2007

297,647
Or 7.6%

44%
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www.kidscount.org
Births to teens 15-19 (per 1,000)

Published in Right Start
MI 2006
www.milhs.org
Kids Count MI
Data Book 2007
www.kidscount.org

33.6%
18/50

56.2%
State Ranking
80/82

Repeat Teen Births 15-19 (per 1,000)

Published in Kids Count
Data Book 2007
www.kidscount.org

19.2%

10.4%

Low Birth Weight Babies
HP 2010 Target: 5%

Published
www.milhs.org

State Average
8.3%

Worse than 20% of
target

Births to Mothers who smoked during
pregnancy

Kids Count MI Data
Book 2007
www.kidscount.org

State Average:
14.0%

30.8%

95

Appendix C: Fidelity Framework
Observation Checklist
Pre-Kindergarten
Classroom Environment
 Alphabet Sound Cards are up where the children can see them. Teachers begin
to turn the cards over in Unit 4
 Materials are out and ready for the lesson, for example the Pocket Chart and
Picture Cards, the Big Books, the pre-decodables, the Teacher’s Resource Book,
etc
 Children are seated for instruction where they can all see the teacher and the
Alphabet Sound Cards
 Workshop Centers – Library, Dramatic Play/Listening, Writing, Math, Science,
and Art – are evident and being used to extend the lessons.
 There is evidence of children’s writing

Part 1: Sounds and Letters
Warming Up
 Lesson starts with Warming Up
 Children are engaged
 Instruction is fast paced
Phonological and Phonemic Awareness
 Activities focus on children manipulating parts of sentences, words or sounds in
words
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 Children are engaged in the activity
 The lesson is focused without a lot of extraneous activities
 Words, word parts or sounds are being pronounced clearly
 Instruction is fast paced.
 The teacher is following the teacher edition
 Children are having fun!
Alphabetic Knowledge (Units 1-3)
 Teacher is following the teacher edition
 Children are learning the alphabet
 Children are engaged in the activities about letter shapes, e.g., Big Book
 Children can talk about the letters of the alphabet
Alphabetic principle (Units 4-8)
 Teachers are following Routine Card 1 for Introducing Sounds and Letters. (Not
every lesson)
 Children are singing the sound-letter song and doing the action
 Children are listening for the target sound (not every lesson)
Reading a Pre-Decodable
 Teacher follows the instructional routine
 Children are engaged
 Children have opportunities to read and reread the Pre-decodable
 Pre-decodables are sent home periodically
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Part 2: Reading and Responding (Note: not every activity is found in every lesson.)
Before Reading
 Teacher talks about the story and makes connections
 Teachers develops selection vocabulary
Enjoying the Story
 Teacher reads the story.
 Teacher points out vocabulary words
 The teacher reads with expression and intonation
 Teacher pauses after each page to have children discuss the pictures and what
happened so far
Discussing the Story
 Children are encouraged to talk about the story and ask questions
 Children are encouraged to talk about their favorite parts

The following skills and activities are found after the initial reading of a book: Book
Awareness, Print Awareness, Learning from the Story, Building Language, and Using
Language.

 Children are engaged and feel free to raise questions
 The teacher is following the teacher edition
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Part 3: Integrating the Curriculum
Developing Writing with Young Children. Depending upon the lesson and time of year,
watch for the following.
 Teacher modeling how to develop ideas and making lists of ideas
 The class making books
 Children dictating sentences
 Children labeling pictures
 Children working collaboratively
 Teachers working with small groups to move them from scribbles to pictures to
labels to phrases and sentences
 Children’s writing is on the walls
Across the Curriculum
 Children engaged in activities that connect learning to different areas: music
and movement, art, health and safety, music, science, and social studies
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Appendix D: Training and Professional Development Logs for Early Reading First
Year 1 – January 2006 to May 2007
6 Training Topics / 7 Days Professional Development Days/ 78 Training Hours Available

1

2

3

4

5

6

7

Total Training
Hours

Teacher 1

7

7

14

7

7

0

0

42

Teacher 2

7

7

14

7

7

0

0

42

Teacher 3

7

7

14

7

7

0

0

42

Teacher 4

7

7

14

7

7

0

0

42

Teacher 5

7

7

14

7

7

0

0

42

Teacher 6

7

7

14

7

7

0

30

72

Teacher 7

7

7

14

7

7

0

30

72

Teacher 8

7

7

14

7

7

0

0

42

Teacher 9

7

7

14

7

7

0

0

42

Teacher 10

7

7

14

7

7

0

30

72
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Year 2- August 2007 to August 2008
21 Topics / 21 Professional Development Days/137.5 Training Hours Available

1

1

0

2

0

3

0

4

7

5

3.

6

7

7

0

5
2

7

7

7

7

3.

7

0

5
3

7

7

7

7

3.

7

0

5
4

7

7

7

7

3.

7

0

5
5

7

7

7

7

3.

7

0

5
6

7

7

7

7

3.

7

0

5
7

7

7

7

7

3.

7

0

5
8

7

7

7

7

3.

7

0

5
9

7

7

7

7

3.

7

0

5
1
0

7

7

7

7

3.
5

7

0

8

9

10

11

3.

3.

3.

3.

5

5

5

5

3.

3.

3.

3.

5

5

5

5

3.

3.

3.

3.

5

5

5

5

3.

3.

3.

3.

5

5

5

5

3.

3.

3.

3.

5

5

5

5

3.

3.

3.

3.

5

5

5

5

3.

3.

3.

3.

5

5

5

5

3.

3.

3.

3.

5

5

5

5

3.

3.

3.

3.

5

5

5

5

3.

3.

3.

3.

5

5

5

5

1

1

2

3

0

7

14

1
5

3.

7

5
0

7

3.

7

3.

7

7

3.

7

7

3.

7

7

3.

7

7

3.

7

7

3.

7

7

3.

7

7

3.
5

7

0

3.

3.

3.

3.

3.

3.

7

3.

7

0

7

0

3.
5

3.

7

3.

3.

3.

0

3.

7

0

3.

7

0

3.

7

0

3.

7

0

3.

7

0

3.
5

94.5

3.

94.5

3.

94.5

3.

94.5

3.

94.5

5
7

3.

94.5

5
7

3.

94.5

5
7

5
7

3.

5

5
7

73.5

5

5
7

3.

5

5
7

al

5

5
7

Tot

5

5
7

21

0

5

5
7

2

5

5

5
0

3.

19

5

5

5
0

0

5

5
0

7

5

5
0

8

5

5
0

7

5

5
0

1

5

5
0

3.

1

5

5
0

16

3.

94.5

5
7

3.

94.5

5
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Year 3 - August 2008 to May 2009

1

2

3

4

5

6

7

8

9

10

11

12

13

14

15

16

17

18

19

20

21

22

23

24

25

26

Total

1

0

0

0

6

6

6

0

3.5

0

6

0

3.5

5

6

3.5

0

3.5

0

0

3.5

6

3.5

0

0

3.5

3.5

69

2

7

7

7

6

6

6

0

3.5

0

6

0

3.5

5

6

3.5

0

3.5

6

0

3.5

6

3.5

0

0

3.5

3.5

96

3

7

7

7

6

6

6

0

3.5

0

6

0

3.5

5

6

3.5

0

3.5

6

0

3.5

6

3.5

0

0

3.5

3.5

96

4

7

7

7

6

6

6

0

3.5

0

6

0

3.5

5

6

3.5

0

3.5

0

0

3.5

6

3.5

20

0

3.5

3.5

110

5

7

7

7

6

6

6

0

3.5

0

6

0

3.5

5

6

3.5

0

3.5

6

0

3.5

6

3.5

0

0

3.5

3.5

96

7

7

7

7

6

6

6

0

3.5

0

6

0

3.5

5

6

3.5

0

3.5

6

0

3.5

6

3.5

20

0

3.5

3.5

116

9

7

7

7

6

6

6

0

3.5

7

6

0

3.5

5

6

3.5

0

3.5

6

0

3.5

6

3.5

20

0

3.5

3.5

116

10

7

7

7

6

6

6

0

3.5

0

6

0

3.5

5

6

3.5

0

3.5

6

0

3.5

6

3.5

0

0

3.5

3.5

96

11

7

7

7

6

6

6

0

3.5

0

6

0

3.5

5

6

3.5

0

3.5

6

0

3.5

6

3.5

0

0

3.5

3.5

96

12

7

7

7

6

6

6

0

3.5

0

6

0

3.5

5

6

3.5

0

3.5

6

0

3.5

6

3.5

0

0

3.5

3.5

96

26 Topics/ 26 Days of Professional Development Days/ 133 Training Hours Available
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Year 4 - August 2009 to May 2010
22 Topics/ 22 Professional Development Days/ 156 Training Hours Available
1

2

3

4

5

6

7

8

9

10

11

12

13

14

15

16

17

18

19

20

21

22

Total

1

0

0

0

7

7

7

7

7

3.5

7

3.5

3.5

0

0

7

9

3.5

0

0

0

0

0

72

3

7

7

7

7

7

7

0

7

3.5

0

3.5

3.5

0

20

7

9

3.5

7

0

7

7

7

118

4

7

7

7

7

7

7

7

7

3.5

7

3.5

3.5

0

0

7

9

3.5

7

7

7

7

7

128

5

7

7

7

7

7

7

7

7

3.5

7

3.5

3.5

0

20

7

9

3.5

7

7

7

7

7

148

7

7

7

7

7

7

7

7

7

3.5

7

3.5

3.5

0

0

7

9

3.5

7

7

7

7

7

128

9

7

7

7

7

7

7

7

7

3.5

7

3.5

3.5

0

0

7

9

3.5

7

7

7

7

7

128

11

7

7

7

7

7

7

7

7

3.5

7

3.5

3.5

0

0

7

9

3.5

0

0

7

7

7

75

14

0

0

0

7

7

7

7

7

3.5

7

3.5

3.5

0

20

7

9

3.5

0

0

0

0

0

92

13

7

7

7

7

7

7

7

7

3.5

7

3.5

3.5

0

0

7

9

3.5

7

0

0

0

0

100
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2006 -2010 Teacher Professional Development Hour Log
2007

2007-2008

2008-2009

2009-2010

Total

Percentage

1

42

73.5

69

72

256.5/504.5

50.8%

2

42

94.5

96

x

232.5/348.5

66.7%

3

42

94.5

96

118

350.5/504.5

69.5%

4

42

94.5

110

128

374.5/504.5

74.2%

5

42

94.5

96

148

380.5/504.5

75.3%

6

72

94.5

x

x

166.5/215.5

77.3%

7

72

94.5

116

128

410.5/504.5

81.3%

8

42

94.5

x

x

136.5/215.5

63.5%

9

42

94.5

116

128

380.5/504.5

75.5%

10

72

94.5

96

x

262.5/348.5

75.3%

11

x

94.5

96

75

265.5/426.5

62.3%

12

x

94.5

96

x

190.5/270.5

70.4%

13

x

x

x

100

100/156

64.1%

14

x

x

x

92

92/156

59.0%
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Appendix E: UHSRC Approval

EASTERN MICHIGAN UNIVERSITY

Education First

University Human Subjects Review Committee Eastern Michigan University 200 Boone Hall
Ypsilanti, Michigan 48197
Phone: 734.487.0042 Fax: 734.487.0050
E-mail: human.subjects@emich.edu
www.ord.emich.edu (see Federal Compliance)
The EMU UHSRC complies with the Title 45 Code of Federal Regulations part 46 (45 CFR 46) under FWA00000050.

UHSRC Initial EXEMPT APPROVAL

January 27, 2012 Application Determination

To: Yvonne D. McCool
Leadership and Counseling
Re: UHSRC # 120101 Category: EXEMPT 2
Approval Date: January 26, 2012
Title: "Scientifically based reading research strategies in the preschool classroom: An investigation
into quality early childhood reading practices and literacy acquisition in one northern Michigan Early
Reading First Program"
The Eastern Michigan University Human Subjects Review Committee (UHSRC) has completed their
review of your project. I am pleased to advise you that your research has been deemed as exempt
in accordance with federal regulations.
The UHSRC has found that your research project meets the criteria for exempt status and the criteria
for the protection of human subjects in exempt research.
Under our exempt policy the Principal Investigator assumes the responsibility for the
protection of human subjects in this project as outlined in the assurance letter and exempt
educational material.
Renewals: Exempt protocols do not need to be renewed. If the project is completed, please submit
the Human Subjects Study Completion Form (found on the UHSRC website).
Revisions: Exempt protocols do not require revisions. However, if changes are made to a protocol
that may no longer meet the exempt criteria, a Human Subjects Minor Modification Form or new
Human Subjects Approval Request Form (if major changes) will be required (see UHSRC website
for forms).
Problems: If issues should arise during the conduct of the research, such as unanticipated problems,
adverse events, or any problem that may increase the risk to human subjects and change the
category of review, notify the UHSRC office within 24 hours. Any complaints from participants
regarding the risk and benefits of the project must be reported to the UHSRC.
Follow-up: If your exempt project is not completed and closed after three years, the UHSRC office
will contact you regarding the status of the project and to verify that no changes have occurred that
may affect exempt status. Please use the UHSRC number listed above on any forms submitted that
relate to this project, or on any correspondence with the UHSRC office.
Good luck in your research. If we can be of further assistance, please contact us at 734-487-0042 or
via e-mail at human.subjects@emich.edu. Thank you for your cooperation.
Sincerely,
Deb de Laski-Smith, Ph.D.
Interim Dean
Graduate School
Administrative Co-Chair, University Human Subjects Review Committee
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